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Abstract:
It is conventional wisdom to locate cognitive development in a social context. 
The affective environment of such contexts is relatively under-researched. In the 
context of the Primary School classroom, considerable experimental evidence exists 
to suggest that co-operative learning is a potent addition to the teacher's repertoire. 
However, observational studies suggest co-operative learning is more talked of than 
undertaken. Process studies of successful co-operative groups suggest that 
management of group formation is critical to favourable outcome. Social skills are 
essential to group formation, and form the affective background in which such groups 
operate. At a more general level, studies of the longitudinal consequences of lack of 
social skills in the early school years indicate strong correlation to future dysfunction.
Presently, the predominant mode of Social Skills Training (SST) is behavioural, 
individual and remedial. Following Kutnick (1988), this thesis suggests that a an 
alternative whole-class, developmental, socio-relational approach to SST has distinct 
advantages. A Year Three Class (eight year-old, N = 42), undertook an Intervention 
designed on such principles and was compared to a Third Year Control class in the 
same school. Quantitative and qualitative measures, extensive interview responses 
to projective tests, were employed. Teacher response was also obtained through the 
use of a questionnaire. The results, though not wholly positive, indicate support for 
this form of SST. A subsidiary Intervention was undertaken with two Year One 
Classes (Five year-old, N = 52) to investigate the relative merits of the elements 
comprising the Intervention, and to gauge age appropriateness. Results from both 
these classes were positive. Teacher response was positive in two out of three cases.
The Discussion of the results focuses upon the potential of this approach for 
SST and the subsequent enhancement of pupil’s pro-social behaviour both in general 
and with respect to co-operative group work. The methodology is critically evaluated 
and recommendations made for improved future studies.
Contents.
Acknowledgements.
Introduction. 
Chapter One.
Chapter Two.
Chapter Three. 
Chapter Four. 
Chapter Five.
Chapter Six.
Chapter Seven.
The Potential of Co-operative Work in the Primary 
Classroom.
Social Relationships in the Process of Learning. 
Instruction and Peer Interaction.
Methodology.
Analysis of the Quantitative Data.
Qualitative Results. The Year One classes 
at Rilldale School.
Qualitative Results. The Main Intervention 
at Garden Street School.
Discussion.
III.
p. 1. 
p. 12.
p. 49.
p. 86.
p. 123. 
p. 157.
p .221.
p. 259.
Appendix One.
Appendix Two.
Appendix Three. 
Appendix Four. 
Appendix Five.
Appendix Six.
Appendix Seven. 
Appendix Eight.
Field Notes. Extracts from the Field Note Diaries cited in 
the Main Text. p. 326.
Background Information on the Two Schools Involved in 
the Interventions and the Acquisition of Interview Data. p. 333. 
The Teacher Questionnaire. p. 345.
Coding Frames. p. 347.
Exercises Used in the Year One Intervention and 
Descriptive Field Note Diary Extracts. p. 349.
Exercises Used in the Main, Third Year Intervention and 
Descriptive Extracts from the Field Note Diary. p. 363.
Exercises Used in the Interventions. p. 384.
Pictures A and B. p. 389.
Bibliography. p. 391
Acknowledgements.
During the preparation of this thesis the author has incurred many debts of 
gratitude. Whilst these cannot be repaid in full, this brief mention of the more 
outstanding of them is offered as a token of my sincere thanks.
Above all, I am indebted to the pupils in all of the schools that I attended, who 
allowed me to work with them and gave so freely of their time and enthusiasm. My 
abiding memory is of the pleasure and delight that working with these children gave 
me.
Clearly, this work could not have been undertaken without the freely given co­
operation of the head teachers and staff in all of the schools I worked in. In particular, 
the class teachers of the three intervention classes rendered me help, assistance and 
encouragement to a degree far beyond any reasonable expectation that could be 
made of them.
I owe a very great deal to my co-supervisors. In alphabetical order. Dr. Martin 
Glachan's urbane humour and technical expertise guided me though the pitfalls of the 
statistical analyses in a manner that, at times, left me feeling as though I really did 
have some grasp of the subject matter. Thank you.
Dr. Anita Jackson saw me through the darkest moments of this work in a 
manner that can only be described as inspirational. Throughout she has supported, 
encouraged, and where necessary, bounced me through the work. This, at all times 
undertaken with such care and concern foe the project as to leave me thanking my 
lucky stars.
There is only one thing that I can say to my Director of Studies, Professor Peter 
Kutnick. Thank you. Thank you for your faith in me, which many times I doubted in 
myself. Thank you for bearing with my more neurotic episodes and thank you for just 
being there to talk with.
I should also like to put on record my gratitude to the Roehampton Institute 
London for its financial generosity and its forbearance. In particular, I should like to 
express my apreciation to Dr. Bryan Loughrey for his support during the preparation
HI
of this thesis. In that thanks I should like to include all of the members of staff and 
post-graduate students within the Faculty of Education that it has been my very great 
pleasure to have been associated with throughout my stay at Roehampton. The 
following list is by no means exhaustive nor exclusive, but to Ann Holloway, Penny 
Scuffil, Nicolas Houghton, Dorothy Bedford, Julie Shaughnessy, Caroline Lloyd, Jane 
Mallick, Roger Marples and Pete Jackson many thanks for helping to make my period 
at Roehampton as enjoyable as it has been.
There is one more debt of gratitude that I cannot hope to repay. That is owed 
to my wife, Jan, who bore the brunt of a husband temporarily wedded to a Ph.D. I 
don't know how you managed to put up with it for so long, but thank you for doing so 
and still remain my dear wife.
This thesis is dedicated to my late Mother who always wanted her only son to 
become a Doctor. I know that this is not quite the sort of Doctor you had in mind, but 
I hope that it will suffice.
Janet Nora Biggs. 1911-1996.
Introduction.
Intro. 1. This thesis undertakes an evaluation of an intervention based upon a
developmental socio-relational account of peer group interaction outlined by Kutnick 
(1988). A detailed account of Kutnick's hypothesis and the manner in which it differs 
from other approaches to social skills training is given in Chapter Two. For the 
moment it will be sufficient to say that this is a whole class approach which 
concentrates upon the development of relationships of trust and dependency between 
pupils. The objective here is to improve communication so to tap into the potential for 
co-operation within groups in the primary classroom setting in order to enhance 
cognitive development (e.g. Kutnick & Rogers, 1994). The rationale behind this 
approach lies, rather like the smallest of a set of Russian dolls, within a number of 
other issues. This Introduction will briefly outline these issues so to contextualise the 
thesis, and then outline the format of the following chapters.
Intro. 2 Contextual Issues.
Five issues are identified here: the first is both practical and political; the other 
four reflect theoretical considerations derived from developments over recent years in 
what is seen as the constitution both of the nature of social reality and studies in 
childhood. These will be considered in turn.
Intro.2.1 Since the Education Reform Act of 1988, a professional and
political debate has ensued over the nature of the Primary Curriculum and the manner 
in which it should be taught (Ward, 1996; Coulby and Ward, 1996). The first 
consultation document on the National Curriculum (DES, 1987) proposed national 
standardised testing and a primary curriculum of nine separate subjects plus religious 
education. Both these proposals were contrary to the long-held practice and principles 
of many primary schools relating to a topic based approach to the curriculum in the 
framework of an integrated day. The political and professional struggle for control of 
the Primary Core National Curriculum has been reported elsewhere (Coulby, 1989; 
Galton, 1994). In the context of Primary Educ^#n, the struggle for control has been
represented by successive recent administrations as a struggle of 'common sense, 
traditional' approaches to teaching against what have been consistently represented 
as doctrinaire, ideologically based 'progressive' incursions into good sense. In this 
context, 'traditional' approaches imply whole class, didactic and subject based teaching 
methods. 'Progressive' approaches, are characterised as child-centred, utilising such 
'ill-founded' techniques as integrated days and topic work. The failure of progressive 
methods has, it is argued by the proponents of 'tradition', led to a crisis in primary 
education. Simon (1981) and Delamont (1988) have, within the profession, 
successfully debunked the 'myth of the primary revolution'. Throughout, the attack on 
progressive primary education has been sustained by Governments, notably through 
OFSTED (OFSTED, 1995,1999), and it is through OFSTED that Governments have 
been able to continue their attempts to exert influence over primary teachers to modify 
their practice and to emulate a secondary subject model' (Shaw, 1996: 85). The 
confines of this Introduction preclude a full discussion of the issues and history of this 
debate (see e.g. Coulby and Ward, 1996). The relevance of the debate for the context 
of this thesis may be seen in a remark made by Her Majesty's Chief Inspector of 
Schools (HMCI) in the OFSTED (1995) Annual Report on Schools:
Why is it that in too many primary schools "learning by doing" is preferred to
"teaching by telling", to the point that sitting pupils down and telling them
things becomes almost a "marginal" strategy? (OFSTED, 1995. p.7).
The argument to be presented here is that there are sound pedagogic reasons 
for learning by doing' where this implies working co-operatively in order to achieve 
ownership of the curriculum (Fullan & Hargreaves, 1993). From a developmental 
standpoint, this argument espouses the view that 'learning is an activity to be engaged 
in; it is not something to be done to pupils (Shaw, 1996: 72. Italics in original text). 
'Doing', and by implication, co-operation with others in 'doing', will be presented as an 
essential element of an educational process which is not circumscribed by an 
externally imposed, subject based curriculum. This viewpoint emphasises the 
potential role of the peer-group in the learning process within a context structured by 
adults. Evidence will be presented that suggests that co-operative learning, utilising
classroom peer-groups, is a potent adjunct to adult tuition. In order to facilitate co­
operation in the classroom, training in social skills is essential. The burden of this 
thesis is to report upon a peer-based intervention designed to enhance social skills 
in the primary classroom.
Four other issues were identified in the opening paragraph. While these issues 
are somewhat removed from the urgency of the political debate outlined above, each, 
in its own way, reflects a facet of the major issues in that debate.
Intro 2.2 At the core of the debate outlined above is a consideration of the role 
of instruction in the learning process. The 'traditionalist' view emphasises the 
existence of knowledge as an objective reality enshrined in a curriculum. Although 
clearly delineated 'child-centred' views concerning the relationship between the 
development of the child and the means of the childs' education exist (Darling, 1994), 
it is not clear that a coherent and unified 'progressive' view on primary education has 
existed in opposition to the 'traditional' view (Simon, 1981; Delamont, 1988). To the 
extent that 'child-centred' views on primary education can be considered as 
constituting a clear alternative to the 'traditional' viewpoint, these tend to emphasise 
children as active participants in their own education. Children are seen to interact 
with the means of their education (Fullan & Hargreaves, 1993). The subjective and 
interactive experience of children, in the process of their education, is highlighted.
The debate can, therefore, be construed as the opposition of the demands 
made by objective reality (knowledge embodied in curricula) to the demands made by 
subjective reality (the experience of those curricula and the interaction of the individual 
with them). It is the 'rightness' of these views that is in contention. With regard to this 
report, a version of the debate is outlined in Chapter One. Here, the literature 
regarding the benefits of co-operative learning is examined. This review concludes 
that, in certain circumstances, there are benefits to be derived from the use of co­
operative, as opposed to didactic, teaching techniques and possible reasons for this 
are discussed.
In order to construct a framework within which to consider the elements of this 
debate, the work of Berger and Luckmann (1971) will be considered in Chapter Two.
The view of these authors on the nature of social reality and the dialectic that 
produces it, is most succinctly put in their own words:
Society is a human product. Society is objective reality. Man is a social 
product. (Berger & Luckmann, 1971: 79. Italics in original text).
These authors go on to point out that it is only with the appearance of a new 
generation that one can properly speak of a social world. They note:
that only with the transmission of the social world to a new generation (that is, 
internalization effectuated by socialization) does the fundamental dialectic 
appear in its totality. To repeat, only with the appearance of a new generation 
can one properly speak of a social world. (Berger & Luckmann, 1971: 79).
This is here interpreted as meaning that society is created in human interaction. 
The products of this interaction are externalised in the form of knowledge. This 
knowledge is objectified and acts back upon the society that creates it. In particular, 
it acts back upon those that were not part of its creation - the next generation. 
Through the process of socialisation, the next generation internalises that which was 
created by the previous generation(s). Thus society is able to reproduce itself and 
continue in being. However, with the passage of time, each generation exists facing 
a different future, one changed by the actions of the preceding generation. Each new 
generation, therefore, adapts that which it has learned in order to face up to this 
future. In order to do this, each new generation has to obtain ownership of the 
knowledge passed on to it. While it carf be Instructed in that knowledge, a new 
generation cannot claim ownership of it until it has validated that knowledge through 
its own experience and use of it. Thus, in its turn, each new generation (re-)creates 
the society (here defined as the universe of symbolic meaning) in which it lives and 
passes this on as an objective reality to the succeeding generation. At any given 
time, each generation is involved both in the process of externalising the product of 
its interactions and internalising that which has been previously externalised by the 
previous generation(s).
The 'traditionalist' view of education emphasises one side of these simultaneous 
dual processes, that of internalisation. The products of externalisation, socially 
created knowledge, objectified and presented in specific curricula, are privileged in this 
account, as is instruction as the means of imparting the knowledge. What this 
account underplays is the necessity, faced by each generation, of acquiring ownership 
of that knowledge through validation via its own experience of it. Instruction alone 
cannot do this. Some opportunity is needed for validation of the instructed knowledge 
within the context provided by the peer group. It will be argued, in the latter stages 
of Chapter One, following Galton and Williamson (1992), that both instruction and 
opportunities for co-operation are necessary in the learning process. The importance 
of the role of the teacher in structuring such opportunities will be considered. This 
thesis concerns itself with an intervention designed to enhance co-operative interaction 
within such an opportunity.
Intro.2.3 From the perspective of the sociology of childhood, James and Prout
(1997) maintain that recent advances in this area have emphasised the social 
construction of the concept of childhood. As a result, childhood has become 
inextricably related, as a variable of social analysis, to other social variables such as 
class, gender and ethnicity. These two changes result in the highlighting of children's 
'social relationships and cultures as worthy of study in their own right' (James & 
Prout, 1997:4). From the standpoint of developmental psychology this is hardly news. 
Piaget's (1932) observation of the nature of relationships between adults and children 
and between peers, memorably summarised by Hartup (1978) as the 'two worlds of 
childhood', is nearly seventy years old. However, what has recently changed in 
developmental studies in this area is the degree of emphasis placed on the social 
context of development for both adult-child relationships and peer relationships 
(Butterworth & Light, 1992; Wood head, 1997).
Intro 2.4 The third issue is the warranting of studies of peer interaction from the
standpoint of behaviour genetic studies. The burden of such studies is that 'non­
shared environments', i.e. what remains after genetic effects and the role of the 
'shared environment' (in this context, home and family) have been accounted for, is
the arena in which individual differences are engendered (Scarr, 1992). Non-shared 
environments are socially structured. One is born in a certain age cohort and is raised 
in a particular geographical area. One goes to school at a statutorily defined age and 
becomes part of a particular peer group. According to behaviour geneticists it is the 
experience of the peer group that mediates the development of individuality and the 
ownership of one’s life. Studies of peer interactions are, therefore, both justified and 
essential to understanding development (Scarr, 1992; Campbell & Muncer, 1998).
Intro 2.5 The final issue is the increasing recognition that individuals cannot be 
separated from the relationships in which they are engaged and, indeed, that the self 
concept is derived from reflections upon relationships (Hinde, 1997). This conclusion 
is related to the first point made above (Intro 2.2). The growth of interpretive 
perspectives in the social sciences, particularly symbolic interaction ism and social 
phenomenology, has fostered an interest in the social construction of the realities in 
which actors are engaged (Berger & Luckmann, 1971; Giddens, 1984). The essential 
element of a relationship, which separates it from a series of interactions totally 
independent of one and other, is that each interaction is affected by other interactions 
in the relationship. Interactants in these relationships reflect upon the meaning 
structures that they construct, creating narratives from them. Hinde, summarises the 
logic of this approach:
Thus relationships can be seen as narratives, and the self as including, and 
largely constituted by, the narratives of experienced relationships. (Hinde,
1997: 40).
The self in this model is conceptualised not as an essence, but as a dynamic 
product of social relationships. Now, this approach to the social sciences reflects 
an ongoing debate in theory and methods which currently affects all areas of the 
social sciences including psychology (Hayes, 1998). It is not appropriate to rehearse 
the debate here (some mention of it has already been made in section 2.2 and it will 
be revisited in the Chapter Three). The point to be made here is that Kutnick's
(1988) hypothesis reflects the growing recognition of the importance of the study of 
relationships in attempting to understand the process of development.
Intro 3. Background Issues: the Literature Review.
Intro 3.1 The role of the social context and relationships occurring in them, has 
been identified as central to studies of development. The primary school classroom 
constitutes such a social context and within it there is an increasing appreciation of 
the 'untapped potential' (Foot, Morgan and Shute, 1990: xiv) that the peer group 
holds as a means of furthering social, cognitive and educational development 
(Bennett & Dunne, 1990; Damon & Phelps, 1989; Foot, Shute and Morgan, 1990; 
Galton & Williamson, 1992; Kutnick & Rogers, 1994).
Research in this area supports the conclusion that co-operative group work 
(Cowie & Ruddock, 1988; Damon & Phelps, 1989) is, potentially, a powerful teaching 
aid (Bennett, 1994; Galton & Williamson, 1992; Johnson & Johnson, 1994; Slavin, 
1990). However, observational studies of UK primary school classrooms suggests 
that, in practice, co-operative group work is little used (Galton et al., 1980, 1999; 
Mortimore et al., 1988; Tizard et al., 1988) and, in the majority of those situations 
where it is used, its reception by both teachers and pupils is ambivalent (Cowie, 
1994; CulHngford, 1988; Galton, 1990; Galton & Williamson, 1992). Chapter One 
of this report reviews the literature which constitutes this debate. It 'sets the scene' 
and suggests that, after Galton and Williamson (1992), there are two sequential 
processes at work in co-operative classroom groups - an initial process of group 
formation followed by processes of group maintenance. This thesis is concerned 
with an intervention designed to enhance the process of group formation.
The evidence presented In Chapter One makes it apparent that simply putting 
children together around a table does not constitute an effective small group. Small 
groups rarely work effectively from the first moment (Kutnick & Rogers, 1994). Time 
and a supportive environment, e.g. a teacher with knowledge of what they are doing 
and the confidence to do it, are both necessary. Creating these conditions, on the 
part of the teacher, is a separate issue and is beyond the remit of this thesis. 
However, the nature of social authority and the manner in which it is exercised
between adults and children, and between peers themselves, are seen as important 
and are examined in the latter part of Chapter One. Social authority is seen to form 
the framework within which social relationships are enacted. Differences In the 
manner in which social authority is exercised between groups are seen as 
fundamental to the manner in which these groups relate to one another and the 
manner in which training in co-operative methods may be undertaken.
On the part of the pupils concerned, some form of training in the basic co­
operative skills of challenging, questioning, helping, listening and providing 
explanations are necessary prerequisites of successful co-operative group work 
(Bennett, 1994; Dunne & Bennett, 1990; Galton & Williamson, 1992). The purpose 
of this thesis is an evaluation of a practical intervention which aims to engender such 
pro-social skills. The intervention is derived from Kutnick's hypotheses concerning 
the development of peers’ social relationships (Kutnick, 1988; Kutnick & Brees, 
1982; Kutnick & Marshall, 1993).
Intro.3.2 Chapter Two, therefore, reviews the literature relating to Social Skills
Training (SST). It does so from within the framework set up in Chapter One 
regarding the nature of social authority operating within primary classrooms. The 
chapter begins by suggesting (with reference to social theory) that the asymmetrical 
relationships typical of adult-child relationships and the symmetrical relationships 
typical of peer relationships can usefully be conceptualised as two separate 
elements in the process of the social dialectic (Berger & Luckmann, 1971). 
Asymmetrical relationships refer to the process of internalisation of knowledge 
already known. Symmetrical relationships refer to the process of the externalisation 
of knowledge being created which, in turn, will later become known by others. A 
fuller explanation of this logic is given in Chapter Two. For the moment, it is the 
outcomes of these distinctions that are relevant. Each generation has to instruct the 
next in that knowledge which it deems important to pass on. Instruction, by 
definition, entails a relationship which is asymmetrical by virtue of the fact the 
'knower' knows that which the 'pupil' desires to know. While each generation can 
pass on the experience of its knowledge, it cannot pass on its ownership of that 
experience. The experience of the knowledge has to be gained by the next
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generation through its enactment in their own social contexts. For this enactment 
to be valid it has to occur within a framework of symmetrical relationships such as 
those provided by the peer group.
Chapter Two continues with a discussion of the predominant mode of SST. 
This Is shown to be instructional and based upon asymmetrical social relationships. 
The limitations of this approach are explored. The chapter then discusses other, 
socio-relational approaches to SST which use the peer group and its symmetrical 
relationships as a starting point. Whilst finding that Kutnick's (1988) approach has 
much in common with such approaches, the argument presented in the chapter 
notes that Kutnick's formulation differs in that it emphasises a developmental 
perspective in the emergence of peer relationships. Both in theory and in practice, 
Kutnick (1988) highlights the socio-emotional context of early peer relationships. In 
particular, he emphasises the development of a secure affective environment, 
characterised by trust and dependency, prior to the development of communication. 
The chapter closes with a discussion of Kutnick's work in this area (Kutnick & Brees, 
1982; Kutnick & Marshall, 1993) from which is derived the underlying rationale of the 
intervention to be tested and evaluated in this thesis.
Intro 3.3 Chapter Three is concerned with the methodology undertaken in the 
evaluation. It discusses what is seen as the main methodological issue: that of 
quantitative versus qualitative approaches (Cohen & Manion, 1992; Hayes, 1998; 
McKenzie et al., 1997). After Woolgar (1996) and Hammersley (1996), the chapter 
suggests that the distinction between the two approaches is not quite as clear as its 
protagonists claim and that firm ground exists for utilising an eclectic approach. 
Following from this conclusion, a methodology is suggested that retains elements 
from both sides of the debate. Quantitative measures of both pupil and teacher 
response to the intervention are suggested. A method of qualitative data collection, 
in this case, interview data collected from the pupils responses to a simple Thematic 
Apperception Test, is also presented and discussed.
The Intervention is based upon developmental principles and contains two 
main elements: exercises promoting trust and dependency and exercises promoting 
communication and problem solving. Two studies are, therefore, suggested: a main
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Intervention is proposed in which the complete Intervention programme is 
undertaken with one age group; and a subsidiary intervention with a different age 
group (in this case, a younger group) is also proposed in order to gauge age 
appropriateness. In the subsidiary intervention, a comparison of the effects of the 
two main elements described above is also suggested. A quasi-experimental 
framework for undertaking the evaluation of the main and subsidiary interventions 
is presented and discussed.
Intro 3.4 Chapters Four, Five and Six give accounts of the results collected 
during the course of the intervention. Chapter Four reports on the quantitative data 
obtained from both the main and subsidiary interventions. Chapters Five and Six 
report on the qualitative data obtained in the subsidiary and main interventions. The 
data here were interpreted and categorised into a typology. The evaluation of the 
intervention is, in part, based upon pupils' changes (pre-to post-intervention) in their 
positions within this typology. The typology has, therefore, to hold good both for the 
younger and older pupils engaged in the subsidiary and main Interventions. For this 
reason, the results of the subsidiary Intervention with the younger pupils are 
presented first in Chapter Five. Whilst counter-intuitive, this device allows for a clear 
and detailed analysis of the derivation of the typology which facilitates the 
presentation of the results of the main Intervention in Chapter Six.
Intro 3.5 Chapter Seven discusses the results of the two interventions and 
reports on the implications of them. Both Interventions are presented as qualified 
successes. The qualifications refer to the context in which the interventions took 
place. As was suggested in the opening paragraphs of this introduction, what 
children do cannot be separated from the context in which they do it. This applies 
equally to what children do in their classrooms. The results of the study make it 
very clear that individual classrooms are not isolated from the events occurring in 
the rest of the school and, that within the classroom, the teacher plays an important 
role in determining the outcome of the Intervention. The implications of these 
findings are discussed. In the final sections it is also suggested that outsider based 
evaluations, of the kind undertaken in this report, have inherent limitations. In
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particular, the lack of context of the outsider within the classroom situation is 
discussed, and a suggestion is made that future work in this area would be better 
served by action-research having teachers undertake such interventions. 
Nonetheless, it is concluded that, despite its limitations, the results of the research 
clearly show potential for this type of interventional approach. With this conclusion 
in mind, it is now time to turn to the review of the literature.
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Chapter One. The Potential of Co-operative Work in the Primary Classroom.
1. The Introduction noted that a background issue of this report is the debate 
surrounding the potential of co-operative group work in the primary classroom. It also 
made note of the fact that there currently exist conflicting pressures at work in the 
Primary area. Political pressures exist for a subject based, didactically taught 
curriculum (OFSTED, 1995; OFSTED, 1999). Simultaneously, there exists a growing 
body of research evidence suggesting that peer co-operation in the primary classroom 
can lead to favourable learning outcomes (e.g. Kutnick & Rogers, 1994, and see 
below). This chapter undertakes an examination of the issues in that debate. The first 
section of the Chapter examines the historical setting of the demand for co-operative 
group work -in the classroom and the reports of observational studies relating to the 
current state of affairs. The second section examines the evidence concerning the 
effectiveness of co-operative group work in educational settings. The Chapter closes 
with the presentation of a basic framework for the study of relationships in the primary 
classroom which underpin co-operative group work.
1.2 Advocacy of Co-operation in the Classroom.
1.2.1 Pre-Plowden.
The use of peer-based groups in education is not new. References to It date
back to Plato and Socrates (Wagner, 1990) Historically, in the UK, its most prevalent 
form is seen in the Lancaster/Bell Monitorial System operating in the early decades 
of the 19th Century (Wagner, 1990; Green, 1990). The Monitorial System relied upon 
peer-tutoring. The monitor was chosen and empowered by the teacher, trained in 
basic knowledge and passed this knowledge on to those in his charge. Its success 
in the voluntary school system of the 19th Century can be attributed to lack of State 
formation and minimal funding, its effective utilisation of space and scarce teaching 
resources, and to the upward pressure for mass education (Green, 1990). The spread 
of the Monitorial System ’influenced educational efforts for the poor and made 
significant inroads against illiteracy' (Wagner, 1990: 30). However, its limitations 
became evident as its influence spread. In 1839 Kay-Shuttleworth, secretary to the 
Committee of the Privy Council for Education, reported critically on the poor level of
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educational standards obtained from the rote-learning based monitorial system (Green, 
1990). By the later part of the 19th Century the monitorial system became all but 
abandoned as the demand for improved standards, not least from the working classes 
whom the system served most, became more widespread (Green, 1990). In the UK, 
it was not until the mid 20th Century in a state organised educational system, itself 
increasingly influenced by psychological theories of cognitive development, that the 
concept of peer based group teaching was reconsidered.
1.2.2 The Plowden Report.
In the early part of the 20th. century, the Hadow Reports of 1926 and 1931 both 
recommended the use of groups as a pedagogic technique. Whilst creating some 
interest at the time of their publication, their prescription for co-operative group work 
had but minimal effect (Delamont, 1988; Simon, 1981). The current debate concerning 
the use of groups in the primary school classroom has its origins in the Plowden 
Report (Plowden, 1967), which emphasised both the use and pedagogic function of 
collaborative, peer based, group work (Galton, 1990; Simon, 1981). Several reasons 
dictated this interest. Galton (1990: 14-15) isolates the following:
1) The Report placed great emphasis on the individualisation of learning (in line 
with the, then, current interpretation of Piagetian theory) but acknowledged that in a 
typical and average sized classroom only limited amounts of pupil/teacher contact 
were possible.
2) The Report noted that economies of teacher time could be made by 'teaching 
together a small group of children who were roughly the same age' (Plowden, 1967: 
para. 754).
3) These groups 'should be based on interest or, sometimes, on achievement, but 
they should change in accordance with children's needs' (Plowden, 1967: papa. 823). 
The Report recognised that such grouping required considerable organisation on the 
part of the teacher. Plowden did not envisage the use of groupwork as a means of 
circumventing pupil/teacher contact. The rationale was that such a means of 
classroom organisation would lead both to increased pupil/teacher contact and more 
efficient use of the teacher's time and resources.
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3) The twin aims of the teacher working with groups were to stimulate the pupils' 
thinking and to develop their communication skills. Within the group, children would 
'make their meanings clear to themselves by having to explain it to others and thus 
gain some opportunity to teach as well as learn' (Plowden, 1967: para. 757). The 
group was also seen as a means of providing support for the more timid child. Within 
the supportive environment provided by the group, such children may be less shy in 
risking hypotheses within the group, whilst other children benefit from being caught up 
in the thrust and counter-thrust of conversation in a small group of children similar to 
themselves' (Plowden, 1967: para. 758).
Plowden viewed the advantages of collaborative group work as being both 
organisational and pedagogic. It helps pupils work together co-operatively, allows 
them to learn from one another, helps remove the stigma of failure from slow learners 
by allowing them to work at their own pace and reduces teacher dependency. 
According to Kerry and Sands (1982), an implicit advantage of the co-operative group 
work advocated by Plowden is the development and positive enhancement of self- 
image through the process of learning from each other's strengths and weaknesses.
The immediate benefit for the teacher was seen to be organisational. Where 
groups are successfully operating, the teacher is able to circulate and give individual 
attention where needed whilst the rest of the group continues in the co-operative 
process. This frees the teacher from the 'queuing system' observed by Bennett et al. 
(1984) which results when multiple simultaneous enquiries are made by pupils 
engaged in individualised work. The teacher is also able to tailor a range of tasks 
suitable to the group's needs and abilities rather than use an abstract standard, 
conceptually, but not practically, related to the curriculum.
In these respects, Plowden can be seen to be prescient of many of the claims 
made by researchers regarding the benefits accruing to co-operative groupwork in the 
thirty years since its publication. The claims will be examined in some detail later in
this chapter.
1.2.3 Post-Plowden.
In the interim between the publication of Plowden and the introduction of the 
National Curricula for England and Wales (herein after-the National Curriculum), Her
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Majesty's Inspectors (HMI) and latterly OFSTED have consistently advocated the uses 
of group tuition. It should be noted here, however, that HMI's reasons for this differ 
markedly from those advocated by Plowden. Galton notes that the HMI survey (DES, 
1978) saw grouping as primarily a seating and 'setting' arrangement which would 
enable teachers to 'provide work at an appropriate level of difficulty' (Galton, 1990:14). 
From this standpoint, teaching in groups is a form of in-class streaming' not an overall 
teaching strategy. (Galton & Williamson, 1992: 7). For HMI the advantages of this 
approach were that it enabled the teacher efficiently to organise mixed ability classes 
and allowed for direct instruction of the differing groups. This theme underlies 
subsequent HMI advocacy of group work in the primary school classroom.
HMI (HMI, 1982) recommended that children from as young as five years old 
could benefit from co-operative small group work. Two surveys of mathematics and 
science teaching (HMI, 1989a; HMI, 1989b) indicated small group practices as part of 
'best practice'. A government sponsored review of the literature concerning practice 
in Primary Schools (Alexander et.al., 1992) reported advantages accruing to all types 
of group practice in primary classrooms; a range from individual, small-group and 
whole class settings. It emphasised fitness for purpose' and recommended that 
teachers gave pedagogic consideration to the use of groups rather than organisational 
or ideological considerations. OFSTED has consistently reiterated this view in 
subsequent reports (OFSTED, 1993; 1995; 1999).
1.2.4 The role of co-operative group work implied in the National Curriculum.
The National Curriculum does not prescribe the teaching styles and strategies 
that teachers should use in the classroom. However, it implies peer-interaction by 
including 'Speaking and Listening' as a Profile Component in the English Programme 
of Study and notes that at Key Stage 1, 'Pupils should be given opportunities that 
interrelate the requirements of the Range, Key Skills and Standard English and
Language Study sections' (DfE, 1995: 4).
Within Key Stage 1 of the National Curriculum the DfE (DfE, 1995) emphasised 
the importance of learning the skills necessary for group work. These skills, which are 
a feature of the English Programme of Study are also implicated in other Programme 
areas. For example, at Key Stage 2 of the Science Programme, it is noted that 'On
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some occasions, the whole process of investigating an idea should be carried out by 
the pupils themselves (DfE, 1995: 44). Concerning National Curriculum attainment 
targets, Cowie estimates that 'around 25% of them are concerned with social and 
communication skills' Cowie, 1994: 237). Amongst these, for example, the skills 
enumerated in the Range section of the English Programme include: 'exploring, 
developing and clarifying ideas; predicting outcomes and discussing possibilities'. 
Later, in the same section, the document notes that:
Pupils should be given opportunities to consider how talk is influenced by the 
purpose and by the intended audience. These opportunities should include 
work in groups of different sizes, and talking and presenting work to different 
audiences, including friends, the class, the teacher and other adults in the 
school. (DfE, 1995:4)
Amongst other injunctions, pupils are to be taught to 'listen carefully' and to 
show their understanding of what they hear and see by making relevant comments 
They should also listen to others reactions' (DfE, 1995: 4). Among the Key Skills 
appropriate at this stage are listed 'the conventions of discussion and conversation, 
e.g. taking turns in speaking (italics in original text)' and
Pupils should be encouraged to listen with growing attention and 
concentration, to respond effectively to what they have heard, and to ask and 
answer questions that clarify their understanding and indicate thoughtfulness 
about the matter under discussion. They should use talk to develop their 
thinking and extend their ideas In the light of discussion. (DfE, 1995: 4)
The outlines given above do little to indicate the internecine struggle that 
produced them (Gibson, 1996). It is clear that elements of co-operative work are 
recognised in the Primary Curriculum. However, there exists a tension in their 
implementation. The guidelines for the Primary Curriculum indicate a place for co­
operative work, implying the possibility of a thematic approach to the curriculum. On 
the other hand, it is clear from OFSTED's Annual Reports that a clear pressure is 
exerted for didactic class teaching of separate subjects in the timetable. For example,
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in the preamble to the 1995 Report (OFSTED,1995), HMCI refers to teachers as 
simply supervising childrens' activities (OFSTED, 1995: 7). In its comments on topic 
work approaches, the Report found that:
Many primary schools were continuing to review the relative contribution of 
topic work and separate subject teaching in meeting NC requirements, in the 
• majority of schools the curriculum was planned as a mixture of topic work and
separate subject teaching Nevertheless, inspectors judged curriculum
planning unfavourably in about half of the schools in KS1 and in rather more 
than half in KS2. Many schools had policy statements for most or all 
subjects, but these policies had not always been translated into schemes of 
work specifying the detailed coverage required to ensure progression from 
year group to year group. (OFSTED, 1995, para 4, p.26. Cited in Shaw,
1996).
While there is no clear statement of criticism regarding topic work, it is implied 
in the phrase 'continuing to review the relative contributions of topic work and separate 
subject teaching'. HMCI's preference for 'teaching by telling' has already been 
discussed in the introduction (lntro.2.1). It has also been previously argued (Intro. 2.1.) 
that the pressure for 'traditional' teaching emerged from a political context that 
envisioned Primary teaching in a state of crisis brought about by progressive' teaching 
methods. In the section that follows, the actuality of this assertion will be scrutinised.
1.3 Implementation of the Plowden Ethos.
1.3.1 Despite the advantages Plowden claimed for the use of co-operative group
work in primary classrooms (or the detrimental effects attributed to the 'primary 
classroom revolution' described by some authors, Alexander et al., 1992; Simon, 1981), 
research undertaken since the publication of the Report into the use of group work in 
the UK primary school classroom supports the view that its implementation was never 
more than partial, limited and organisational rather than pedagogic. In a recent review 
of surveys and observational studies of groupwork in UK primary classrooms, Kutnick 
remarks:
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Overwhelmingly, these surveys and observational studies show that teachers 
use a variety of groupings in class. Small groups are the most likely seating 
arrangement, whilst whole class and individualised teaching is the 
predominant mode. [....] There is enough survey evidence to show that these 
approaches probably characterise most primary....schools throughout the 
country. (Kutnick & Rogers, 1994: 17).
The surveys and observational studies cited by Kutnick show that, on the 
whole, learning is still individual and teacher orientated (Alexander et al., 1992; 
Bennett & Dunne, 1992; Mortimore etal., 1988 ; Tizard et al., 1988). Whilst the use 
of seating groups (Galton & Williamson, 1992), i.e. groups where children sit 
together at a table but work on individual learning projects, is widespread (up to 90% 
of classrooms visited in the ORACLE study, Galton et al., 1980; Galton et al., 
1999)), these create very little on-task communication (Galton et al., 1980; Galton 
et al., 1999; Mortimore et al., 1988). With regard to seating arrangements, Galton 
and his colleagues (Galton et al., 1980; Galton & Patrick, 1990) found that children 
sit in small groups but work for 80% of their time on individualised tasks. In the 
ORACLE survey, (Galton et al., 1980), only 9% of the educational tasks were 
categorised as either co-operative or collaborative and these were mainly 
undertaken in art or craft activities. The PRISMS study (Galton & Patrick, 1990) of 
rural based infant and junior classrooms found that although children were seated 
in groups for 56% of their time, working as a group was only expected of them for 
5% of the time. When seated in pairs, they were asked to collaborate for only 4% 
of the time. In contrast to this, although children were seated individually for only 
7.5% of the time they worked at individual tasks for 81% of the time. In twenty 
years this situation has changed very little (Galton et al., 1999).
In both infant and junior classrooms, teachers express a preference for 
teaching in groups but rarely plan for co-operative or collaborative groupwork (Galton 
et al., 1980; Galton et al., 1999; Mortimore et al., 1988; Tizard et al., 1988). 
Teachers dominate classroom talk: in excess of 30% of all classroom talk being 
teacher only, the rest being divided between teacher/pupil interactions and pupil 
interactions (Galton et al., 1980; Galton et al., 1999)). The greater percentage
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(65%) of contacts in infant classes are directed to ttie wtiole class (Tizard et al., 
1988). In junior classroom contexts they are directed mainly to the individual child 
(67%), followed by whole class contacts (23%) and group contacts (9%) (Mortimore 
et al., 1988), a result independently replicated (72%, 19% and 9% respectively) by 
Galton and Williamson (1992).
In those situations where grouping is practised, observational reports of 
primary classrooms suggest that^ubstantial difficulties exist in creating opportunities 
for and sustaining co-operative or collaborative group work. HMI (1983), surveying 
middle schools, found few opportunities for children to engage in extended 
discussion or collaborative work. In primary schools, organisation into groups tends 
to be based either on friendship or ability grouping, rather than other integrative 
criteria, e.g. racial or gender mixing (Kerry & Eggleston, 1988). Mortimore 
(Mortimore et al., 1988) and Tizard (Tizard et al., 1988) both confirm that co­
operative or collaborative group work occurred with far less frequency than other 
forms of activity. Galton and Williamson note that many teachers 'still insist on 
silence during most activities' and that 'children are assigned individual tasks and 
that, for the most part, they work alone without either the intervention of the teacher 
or of another pupil' (Galton & Williamson, 1992: 4).
In summary, in the primary classroom the evidence suggests that 'pupils work 
in groups but not as groups' (Bennett, 1994:53). Levels of task related talk are low, 
interactions tend to be short and there is little opportunity to co-operate or 
collaborate (Bennett, 1994; Bennett & Dunne, 1992; Dunne & Bennett, 1990). The 
majority of classroom talk is between members of the same sex, even in mixed sex 
groups (Galton et al., 1980) although there is evidence of some small improvement 
in this situation in recent years (Galton et al., 1999). In infant classes, the gender 
effect is less apparent and levels of task related talk are somewhat higher, but little 
of it is task enhancing (Bennett et al., 1984).
The general picture to emerge from these studies is that whilst teachers have 
adopted the Plowden organisational recommendation of having children sit in 
groups, in the great majority of cases work is individualised. Teaching methods are 
still predominantly didactic and the locus of control within the primary classroom 
resides very firmly with the teacher. Despite continued but limited advocacy of co­
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operative group work on the part of HMI and OFSTED and the structuring of many 
attainment targets within the National Curriculum, the pedagogic use of groups within 
the primary classroom advocated by Plowden appears largely to have been ignored.
1.4 Evidence concerning the effectiveness of co-operative group work in 
educational settings.
As has been indicated, the Plowden Report was remarkably prescient 
concerning the claims made by advocates for the pedagogic effects of co-operative 
group work. It argued that co-operative group work had cognitive, social and 
emotional benefits. Subsequently, similar claims have been made, along with 
considerable effort at providing justification for them by researchers working in this 
area in the last three decades. Cowie (1994) identifies three strands of interrelated 
research concerning co-operative group work. The first strand relates to the part the 
group plays in the emotional growth and development of the individual. Work in this 
strand is focused upon the therapeutic potential of co-operative groups (Silveira & 
Trafford, 1988). The second relates to the role co-operative group work can play in 
the cognitive growth and development of an individual. It is an investigation into this 
strand that constitutes the burden of what follows in this section. Finally, the third 
strand concerns the potential of co-operative group work to enhance and develop 
social and political issues (Pike & Selby, 1988).
In the US, Damon and Phelps (1989) locate the beginnings of research into 
peer based instruction with the work undertaken by Gartner et al., (Gartner, Kohler 
&Reissman, 1971), experimenting with peer-tutoring techniques with disadvantaged 
children in New York City. Damon and Phelps refer to the pace of development in 
this area in an 'astonishingly short time' (Damon & Phelps, 1989: 9).
However, in the rapid development of work in this field, some confusion of 
terminology has, inevitably, arisen. Peer tutoring, collaboration and co-operation 
have all been encompassed under the collective title 'co-operative group work 
(Cowie & Ruddock, 1988; Damon & Phelps, 1989). The distinction between the 
terms that are used to refer to the various forms of peer-based instruction is not 
always apparent in the literature, so a clear definition of terms is given here. Damon 
(1984, Damon & Phelps, 1989) distinguishes between peer-tultion, co-operative
20
learning and collaboration. It is useful to note here that these distinctions are used 
by UK researchers (Galton & Williamson, 1992; Bennett & Dunne, 1992; Kutnick & 
Rogers, 1994).
1.4.1 Peer-tultion is an approach in which one child instructs another child in 
material in which the first child is an expert and the other child a novice. The 
expertise may be a function of a disparity in age (normally not more than one or two 
years) or be due to the fact that the expert has been given the answers to the 
problem and instructions on how to drill the tutee by the teacher. This arrangement 
may well be reversed in a subsequent session. (Damon & Phelps, 1989)
1.4.2 Co-operative learning is defined by Galton and Williamson (1992) as a 
grouping arrangement in which children work on the same task, each completing 
individual assignments which are finally put together to form a joint outcome. The 
UK usage of the term reflects that in use in the US although the emphasis in the US 
is rather more directed to team based approaches (Aronson, 1978; Johnson & 
Johnson, 1985; Slavin, 1990). Much of the experimental work to be described in the 
following section falls into this category.
1.4.3 Collaborative Group Work/Peer collaboration involves children intentionally 
working together with joint responsibility for the task. It requires them to gain joint 
management of the task, i.e. to take control of the task, to communicate, to share 
meaning and to make reciprocal contributions toward a common goal the elements 
of which ensure that it is a collaborative activity rather than parallel or solitary. The 
Group Investigation method, developed by Sharon and Sharon (1976) and described 
in the following section, exemplifies this approach in the experimental classroom 
literature. Examples of curriculum based collaborative activity are rather few 
(Bennett & Dunne, 1992; Webb, 1985,1989). Nearest to this description are 
examples taken from experimental settings in developmental social psychology 
(these are discussed in greater detail in Chapter Two), wherein children work 
together to solve problems that they could not solve individually prior to the
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interaction (e.g. Ames & Murray, 1982; Doise & Mugny, 1984; Perret-Clermont, 
1980).
1.4.4 Of the three forms of co-operative group work defined above, it is the
latter two that have received most attention in the literature. In great part this is due 
to the interests of researchers into co-operative group work. Peer-tutoring is almost 
exclusively dyadic. The relationship between tutor and tutee is, normally, an 
extended one occurring in a process overtime. The relationship is highly structured 
and care is normally taken in matching the participants. In contrast, co-operative 
group work almost always operates with small groups of between three to six 
participants of the same age and normally from the same school class. Although 
peer-tutoring can result in social and affective gains (Topping, 1994) these are not 
directly targeted to the same extent as in co-operative group work. Research into 
peer-tuition usually concentrates on secondary and tertiary educational age groups 
(Goodlad & Hirst, 1989). The research interests of those undertaking study into co­
operative group work and those involved in the study of peer-tutoring are therefore 
rather different. For this reason, in the section that follows, experimental and 
observational studies of peer-tutoring will not be examined. Extensive reviews can 
be found in Topping (1988), and Goodlad and Hirst (1989). The nature of the 
relationships involved in peer-tutoring will be examined, however, in the next but one 
section.
1.5 Experimental Studies of Co-operative Group work.
Bennett (1994), distinguishes between 'product' and 'process' studies in the 
area of co-operative group work. He argues that the implementation and 
acceptance of co-operative group work is variable and mediated, in part, by the 
'cultures and ideologies supporting contemporary practice in different countries' 
(Bennett, 1994: 56). Predominantly, product research has been undertaken in the 
US and Israel. In these countries, didactic teaching is the norm and research has 
been directed at changing the social context of the classroom by the implementation 
of experimental groups. In the UK, on the other hand, the dominant social context 
of the primary classroom is the small group, so reseaich has been directed, not to
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changing the social context, but to improving it. This is because, as described 
above (section 1.3.1), typical group practice is not co-operative.
Research designs for evaluating co-operative group work reflect these 
differences in emphasis. Those undertaken in the US and Israel tend, in Bennett's 
(1994) terms, to be 'input-output' evaluations designed to ascertain and demonstrate 
the effectiveness of co-operative grouping rather than to examine how groups work 
effectively. These are 'product' studies. Those studies designed to ascertain how 
groups work are designated 'process' studies.
1.5.1 Product Studies.
In the US and Israel, a number of instructional methods have been 
developed. Among the most extensively developed and evaluated (Cowie et al., 
1994: 53) are Student Team Learning (Slavin, 1983), Teams Games Tournament 
(DeVries & Slavin, 1978), Jigsaw (Aronson, 1978) and Group investigation (Sharon 
& Sharon, 1978).
1.5.1.1 Student Team Learning (STL)
In Student Team Learning the students are asked not to do something as a 
team but to learn something as a team. (Slavin, 1990: 3. Italics in original 
text.)
STL methods were pioneered by Slavin (1983). The methods are based on 
a theoretical model of group dynamics originating with Lewin and his colleagues 
(1948). This model sees interdependency as the central dynamic of co-operative 
behaviour, i.e. co-operation is improved when participants are engaged in a task in 
which the performance of the entire group is evaluated (Deutsch, 1949). Slavin 
interprets this as meaning that, if social interactions among individuals (in this 
context, from different ethnic and social backgrounds) are to be made more effective, 
mere contact is not enough. Rather, members of the group must be working towards 
a common goal.
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STL co-operative learning techniques are based on three premises; i) rewards 
are given to members of the whole team, ii) each individual is accountable for the 
whole teams success, and iii) individuals are given equal opportunity to improve their 
own performance. Four STL methods are identified by Slavin (1990). Two of these, 
Student Teams - Achievement Divisions (STAD) (Slavin, 1978, 1986) and Teams - 
Games - Tournaments (TGT) (DeVries & Slavin, 1978) are general co-operative 
learning techniques, have been used with children of most ages and are not subject 
specific. Two others, Team Assisted Individualisation (TAI) (Slavin, Leavey & 
Madden, 1986) and Co-operative Integrated Reading and Composition (CRIC) 
(Stevens, Madden, Slavin & Famish, 1987) were designed for use in specific 
curriculum areas, mathematics (TAI) and reading and writing (CRIC), with children 
of 8 to 11 years. The basic principles of all four types of STL are present in the two 
general versions and only these will be described.
1.5.1.2 Student Teams - Achievement Divisions.
STAD groups are deliberately made heteronomous, mixed by gender, race and 
ability. The teacher presents a task to the teams, who confirm that each child 
understands the task allotted. Team members work together on the task in the 
knowledge that their team will receive a single score at the end of the session. On 
completion of the task each child is individually quizzed. Individual scores are 
weighted against previous scores and gains (or losses) are aggregated into a team 
score. The team is assessed on the basis of this score, the highest scoring team 
being rewarded in an agreed manner.
*
1.5.1.3 Teams - Games - Tournaments.
As with STAD, TGT groups individually study work sheets prepared by the 
teacher and question each other to see that they have mastered it. instead of 
individual quizzes at the end of each session, children take part in a weekly 
tournament. In each tournament, three members of each team compete. Children 
are matched for ability, so that low attainers compete with low attainers, high with 
high. The winner of each tournament brings back six points to her/his team. Team 
totals are calculated and the winning team awarded a certificate. Slavin claims T G T
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has many of the same dynamics as STAD but add a dimension of excitement 
contributed by the use of games' (Slavin, 1990: 4)
1.5.1.4 Essential to STL methods is the presence of an extrinsic reward,
in the cases described it is the public kudos attached to being in the winning team. 
There exists some dispute in the literature concerning the effectiveness of extrinsic 
rewards as a motivational factor. Positive reward interdependence (individual 
members of the group are rewarded on the basis of the achievement of the whole 
group) is claimed by Slavin (1983) to be essential. Collaborative skills must be 
reinforced if they are to be used in interaction. Other researchers (Johnson & 
Johnson, 1989; 1994) claim that positive goal interdependence (individual members 
of the group can achieve the goal only when all other members of the group do) is 
the main influence over achievement and productivity. The dispute is difficult to 
resolve as goal interdependence can be measured without reward interdependence, 
but in order to have reward interdependence there must also be goal 
interdependence. Johnson and Johnson take a conciliatory position 'The two types 
of outcome interdependence seem to be additive' (Johnson & Johnson, 1992:186) 
On the other hand, Damon and Phelps maintain that extrinsic rewards can detract 
from the collaborative message teachers are trying to impart by using co-operative 
group work;
The extrinsic reward communicates a cynical message about competition 
and material gain as the true sources of human effort. (Damon & Phelps,
1989: 16).
It is not surprising, therefore, that some forms of co-operative group work in the 
classroom are designed without extrinsic rewards in mind (Sharon & Sharon, 1976; 
Webb, 1989). The distinction between those forms of co-operative group work that 
use extrinsic rewards and those using intrinsic rewards reflects a deep conceptual 
difference concerning the manner in which co-operative group work is seen to be 
effective. What is at issue is the locus of control of the interactions within the process 
of co-operative group work (see 1.12.1 and 1.12.2).
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1.5.2. Jigsaw.
This method was originally developed by Aronson (1978) and has co-operation 
built into the task structure. The information in the topic is divided by the teacher into 
the same number of parts as there are members in the various small heterogenous 
groups. Each group member is given only one part of the total information 'package' 
and must therefore work with others in order to fit together all the pieces of the 
'jigsaw'. Children start off in base groups who are task interdependent and 
accountable to one and other. They move to 'expert' groups working with others from 
different base groups on the one section of the material they are responsible for. The 
children then return to their base groups to teach the material they have mastered to 
other members of their group. At the end of the session, children are individually 
tested on all aspects of the task. The jigsaw method thus results in positive 
interdependence and individual accountability.
1.5.3 Group Investigation.
Developed by Sharon and Sharon (1976), this is the most complex of the 
methods discussed here. Children form groups of between two and six and choose 
tasks from the topic being studied by the whole class. The groups then co-operatively 
determine the procedures to use, the information or data to be collected and plan and 
present their work to the class. Although group members may work on individual 
aspects of the final product, this is a joint product so joint collaboration is essential. 
Students take responsibility for determining what they learn, how they learn it and how 
they communicate to their peers.
1.6. Evaluations of the Experimental Studies.
Evaluations of the approaches have made positive claims. Slavin (1987) in a 
meta-analysis of 46 studies of co-operative approaches across different curriculum 
areas with different age groups and differing backgrounds concluded that 63% of the 
studies showed positive and significant gains for the experimental as opposed to the 
control groups. In only 2%*^t1he cases did tjie reverse hold true. The majority of the
studies showed cognitive benefits to low, medium and high achieving students. The 
analysis also determined that different results were traceable to different forms of co­
operative learning. Highly structured formats such as STAD and TGT had most effect 
on basic skills, higher skills were developed using open ended formats such as Group 
Investigation.
Johnson and Johnson (1985), commenting upon an earlier meta-analysis of 109 
studies (Johnson et al, 1981), found that of 26 studies of co-operative learning 
containing achievement data, 21 promoted higher achievement, two studies showed 
mixed results and three found no differences. Of 37 co-operative learning studies that 
they considered containing interpersonal attraction data, 35 of them showed positive 
gains in interpersonal attraction, the remaining two studies showed mixed results. 
Slavin (1983), found that students involved in co-operative learning were more likely 
to make friendship choices outside of their ethnic group than children taught in the 
traditional didactic mode. As was noted above, Slavin's methods although co­
operative in execution rely upon individual performance, assessment and extrinsic 
rewards. The studies undertaken by the Johnsons rely less on individual performance 
measures and the nature of the reward system is intrinsic. These findings indicate 
positive social results irrespective of the type of model of co-operative learning model 
used. General agreement exists that co-operative learning produces gains in 
achievement and in social and affective areas.
Whilst there is general agreement concerning the positive outcomes of these 
studies, the studies themselves are not without controversy both from within the ranks 
of involved researchers and from interested observers on the outside.
1.6.1 Disagreement exists concerning the use of rewards (Galton &
Williamson, 1992). Johnson and Johnson (1976) and Johnson et al., (1976; 1979) 
maintain that group rewards should be intrinsic. To this end they recommend that the 
group as a whole should be tested by means of a single assignment sheet 
administered at the end of a session rather than the individual test aggregated score, 
group competition approach advocated by Slavin. In the meta-analysis conducted by 
Johnson et al. (1981, cited in 1.6) of 109 studies comparing competitive and co­
operative group structures, the auth^ë found that 65 showed co-operative results to
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be superior with only eight studies going against this trend, the remainder being non­
significant in either direction. Slavin (1983) analysed the same studies. He noted that 
the majority of them were not undertaken in classrooms and lasted less than two 
weeks. He ruled out those that did last less than two weeks, which included the great 
majority of the Johnson’s studies. He concluded from those remaining that the data 
supported the view that individual, extrinsic rewards are necessary to co-operative 
group work. Slavin's caveat concerning the length of time involved in the Johnsons 
studies and their lack of classroom base has been repeated by other researchers 
(Cotton & Cook, 1982). Galton and Williamson suggest that it is the classroom base 
and extended time dimension of Slavin's studies that lends them favoured status 
among American researchers (Galton & Williamson, 1992: 29). They also note that 
the apparent contradiction between these sets of results may well be a function of the 
group processes in play at the time of measurement. They cite Moreland and 
Levine's (1982) hypothesis that different socialisation processes operate at different 
stages during the group process. Galton and Williamson (1992: 30) speculate that 
Johnson et al.'s (1981) conclusions relate to a period of initiation, whilst the findings 
by Slavin relate to a different, and later stage in the group process. (Further evidence 
concerning the two-stage hypothesis will be presented in sections 1.7-9. The initiation 
or formation process will be seen as the point of intervention for the evaluation 
undertaken in this thesis).
1.6.2 From outside the main arena. Brown and Palinscar (1989), whilst
supportive of co-operative learning techniques in general, are somewhat sceptical of 
the measures used in many of the studies. They note, for example, that many of 
Slavin's experiments use tests of content retention rather than tests of improved 
thinking skills. They point out that whilst Slavin's studies (and, by implication, other 
product studies) demonstrate improved performance, they give little information on the 
mechanisms or processes which take place within the groups leading to the measured 
improvements. From their own studies they note that co-operation involves the 
deployment of several roles such as leader, peacemeker, sceptic or critic and doer. 
Each of these roles can be seen as thinking strategies which the individual child will 
later have to master in order to perform them independently and internally. Their
public enactment and the child's participation in it provide a practice opportunity for 
learning to think.
Bennett (1985) and Galton and Williamson (1992), also express reservations 
concerning the American product study research. Bennett, for example, argues that 
the major problem of this type of research is the 'comparability of treatment in 
experimental and control groups’ (Bennett, 1985: 109). He argues that the tasks 
used in the experimental groups were far more structured that those used in the 
control groups and that the role of the teacher varied between experimental and 
control groups. In the experimental groups, the teacher was pro-active in structuring 
the group and ensuring group process. In the control group, the teacher was asked 
to use 'a more traditional method' ofteaching, thus confounding teacher, grouping and 
curriculum variables (Galton & Williamson, 1992:28). Both Bennett (1985) and Galton 
and Williamson (1992) criticise product studies for their lack of information regarding 
the processes at work in co-operative groups orthe difficulties involved in engendering 
such work. This, they argue, limits the applicability of the findings in terms of giving 
teachers advice on how to maximise the positive effects of the process of co-operative 
learning. In fairness to the product studies, compared to their number relatively few 
process studies exist and it is to these that attention is now turned.
1.7 Process Studies.
The burden of evidence from 'product' studies demonstrates the effectiveness 
of co-operative learning techniques. However, 'even if the validity of the results is 
accepted there is little information to offer the teacher about how positive effects of 
the process can be maximised' (Galton & Williamson, 1992:28). There are relatively 
few studies of group processes in the classroom. It is an extremely complex area. 
Some idea of the complexity involved can be seen in the analyses of classroom 
interactions undertaken by Hertz-Lazarowitz (1992) which depict a multidimensional 
model of the process. This model is based on six dimensions each of which are 
interdependent, reflect each other and are thus referred to as 'mirrors'. The 'mirrors' 
are: 1) the organisation of the classroom; 2) the structure of the learning task; 3) the 
teacher's instructional style; 4) the teacher's mode of communication; 5) pupils' social 
behaviour; and 6) pupils' learning style. Each of these 'mirrors' contains a continuum
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of learning style from solitary through interactional to collaborative. Hertz-Lazarowitz's 
observations of the classroom context emphasise the role of task structuring in 
promoting co-operative interactions. Even when these are successfully structured, 
co-operation among pupils need not necessarily occur. She defines two levels of co­
operation: low and high. Low level co-operation involves pupils' interactions over 
means (resources) or product (each pupil providing one element towards a joint 
outcome). High level interaction involves pupils interacting about process which, in 
turn, involves discussion about planning, decision making and division of labour. 
Tasks that involve interaction about the process of completing the task produce more 
high levels of interaction than tasks that involve interaction only about means and 
product.
Hertz-Lazarowitz (1992) argues also that as pupils move from working on tasks 
individually to working on tasks in groups their behaviour changes over time. In the 
process they learn to use two extra learning skills which she terms 'transitional skills' 
and 'group maintenance skills'. Transitional skills help the pupil shift from solitary to 
interactive behaviour and group maintenance skills help the group, as a whole, to 
keep on-task. Only when both sets of skills are acquired can a group engage in the 
complex cognitive interactions that are involved in high level co-operation. Becoming 
an effective group member is, therefore, a two-stage process and teachers need to 
adopt different strategies to foster collaboration according to the stage pupils have 
reached. This finding reflects Galton and Williamson's speculation mentioned earlier 
(1.6.2) that the processes involved at the beginning of group formation differ from 
those occurring once the group has been successfully formed and that teachers 
should adopt different strategies to match ea^h stage. A detailed explanation of Galton 
and Williamson's (1992) position, and its implications for the current research is given 
in section 1.13.
Webb (1985; 1989) also finds a process involved in the behaviour of groups 
over time. In a manner reminiscent of Hertz-Lazarowitz's distinction between low and 
high levels of co-operation, Webb distinguishes between two types of verbal 
interaction relating to the kinds of helping behaviour given in a group situation. The 
first kind of help she terms explanations, which consist of detailed descriptions of how 
to solve a problem or correct an error, a category somewhat similar to Hertz-
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Lazarowitz's 'high level' co-operation. The second kind of help, temiinai help, consists 
of pupils giving brief and uninformative responses to others' questions, for example, 
giving a correct answer to a given question without explanation of the means of 
obtaining it or correcting another pupil's answer without explanation. Whilst not totally 
congruent with Hertz-Lazarowitz's 'low-level' co-operation, both share a common 
notion of grounded and non-elaborated answers. Webb (1983) finds that explanations 
have a positive effect upon pupil achievement, whilst terminal help hinders it. For this 
reason, Webb (1985) suggests that it is advantageous to pupils for teachers to 
structure the task in order to promote verbal communication and, indeed, Webb's 
groups are assigned a task with the expectation (and normally the injunction) to help 
one another to learn the material or to solve the problem.
Webb's groups were not structured to be co-operative or collaborative. Group 
members were not assigned specific roles. The pupils were only given information 
shared by their team mates. All the pupils knew they were expected to master the 
material given and were expected to take a test on the material. Webb then observed 
the processes within the group. The findings indicate that group members can show 
a range of on- or off-task interactions which either facilitate or hinder the group's 
problem solving efforts. On-task interactions include asking questions, giving feed­
back, offering explanations and giving answers to questions. Off-task interactions 
include conversations not related to the task in hand and the derogation of other team 
members. Webb finds that:
The level of elaboration of students' interaction with other students is related 
to achievement. Giving high-level elaboration to other members of the group 
is positively related to achievement. (Webb, 1989: 35).
Central to the success of a group is the level of communication within the 
group. In a meta-analysis of nineteen studies of group interaction, Webb (1989) 
found that the effectiveness of the group's response to questions depends both on 
the level of need for help indicated and the level of elaboration received. Pupils need 
to be able to indicate that they are in substantial difficulties, have this need clearly 
understood and then have other group members identify possible causes of the
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difficulty and respond with high levels of elaboration - 'explanations that describe in 
some detail how to solve a problem or part of it' (Webb, 1989; 35).
The preconditions for a group giving high levels of elaboration are complex. 
The mix of student ability plays a major part, however. Six of the studies analysed 
by Webb (op. cit.) reported positive correlations between ability and elaboration of 
explanations. One study, Webb and Kenderski (1984), found significant relationships 
between giving explanations and relative ability within the group, which leads Webb 
(1989: 33) to speculate that the most able student in the group may take on a 
teaching role even if that student is not of high ability on an absolute scale. Group 
composition, especially with regard to middle-ability pupils, plays a large part in giving 
answers. Medium ability pupils in narrow-range' groups, i.e. medium - high or 
medium - low, or medium level students grouped with other medium level students 
gave more explanations. Homogenous high level ability groups tended not to 
elaborate, nor did low level ability groups, who also spent more time off-task (Webb,
1991). In all, Webb's findings are consistent with the view that the behaviour of 
groups changes overtime, that the structure of the task plays an important role in the 
behaviour of the group and that the mix within the group affects the group's 
behaviour.
In the UK, from a socio-cultural perspective of knowledge and knowledge 
creation, Mercer (1992; 1994; 1995) suggests a similar declension of linguistic output. 
In his discussion of some of the findings of the Spoken Language and New 
Technology (SLANT) project, Mercer (1995) distinguishes between disputational, 
cumulative and exploratory talk.
Disputational talk, as its name implies, is individual, non-co-operative and is 
characterised by short assertions, challenges and disagreement. Cumulative talk is 
somewhat more positive; characterised by'confirmations, repetitions and elaborations' 
(Mercer, 1995: 104) partners engaging in cumulative talk build towards a common 
background of knowledge, but in an uncritical way. In exploratory talk participants 
engage in critical and constructive interrogation of each other's ideas. Mercer 
contends that in exploratory talk 'knowledge is made more publicly accountable and 
reasoning is made more visible in the talk.' (Mercer, 1995: 104). In this respect, 
exploratory talk^%atly resembfés Hertz-Laiafoyvitz's high level co-operation and
Webb's high level elaboration. In all three categories various options are considered 
and discussed and joint plans of action are created. As Mercer points out regarding 
exploratory talk, the key element in each of these distinctions, is that the reasoning 
involved is essentially interactive ' - not really reducible to the form and content of 
individual statements, but more to do with how the discourse as a whole represents 
a social, shared thought process.' (Mercer, 1995: 103). Mercer's research is not 
directly related to the process studies described above. Rather it is concerned with 
improving the manner in which language, and in particular, talk can contribute to the 
'guided construction of knowledge'. In this context, more will be said about Mercer's 
findings in the Discussion.
1.8 Similar results are obtained in UK process studies. Reference has been 
recently made to some of Mercer's (1995) findings. Bennett and Dunne (1992) found 
that the amount of task-related talk in co-operative groups, over a number of 
curriculum related topics, was on average some 22% higher than that of non co­
operative groups working in traditional classrooms. In a separate study (Bennett and 
Dunne, 1989), the three types of group most commonly found in UK primary 
classrooms were compared. These groupings comprise: 1) individual work, 
individually assessed; 2) individual work with joint outcomes and 3) collaborative 
work with joint outcomes. They found that collaborative groups displayed the highest 
levels of elaborated discourse and that the subject matter affected the quality of 
interaction. Language tasks produced more abstract discourse, whilst 
mathematically based subjects were more grounded and directive.
Regarding ability grouping, research by Bennett and Cass (1992) concurs in 
its findings with that of Webb (1989,1991). Ability grouping is no more effective than 
alternative strategies. In a study of 15 primary classrooms that had not previously 
used collaborative grouping strategies, Bennett and Dunne (1992) found that 
homogenous groups of low attaining children were most impervious to the effects of 
group work. Low attainers did not have the knowledge or social skills needed to work 
together resulting in increased demands (relative to other grouping mixes) for teacher 
guidance, minimal co-operation and increased levels of off-task talk. This result was 
reversed in heterogenous ability groups.
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As has been previously noted, in the discussion of the US evidence, Webb 
(1982) found similar patterns. Low attainment groups were less able to help one 
another. Low attainers were less able to perceive their need for help or to ask for 
it. Webb (1985) further suggests that the relative ability of children in groups 
determines the interaction within the group. Middle and high attainers tend to provide 
explanations, whilst low attainers were more accepting of explanation. In general, 
Webb (1989, 1991) considers that the disadvantages of homogenous grouping 
outweigh any advantages. High attaining groups tended not to elaborate when 
grouped together and often worked individually. Lower ability groups responded in 
much the same way as their UK counterparts (Bennett and Dunne, 1992) by 
spending more time off-task and engaging in minimal collaboration. Such off-task 
behaviour by low attaining groups is seen as a contributory cause of problem 
behaviour in the classroom by Good and Marshall (1984).
The advantages of heterogenous ability grouping are also advocated by 
Johnson and Johnson (1985), Cohen (1986) and Kagan (1988). The Johnsons 
conclude from their research that heterogenous groups provide children with greater 
opportunities for interaction. Cohen maintains that high attainers can help low 
attainers by giving elaborated explanations to them, while at the same time 
consolidating their own understanding. This view is elaborated by Kagan (1988): in 
answering a question, a child is forced to consider her/his own knowledge, present 
it and, if necessary, re-construct it in a more available format, and then find an 
effective means of communicating it. Benefits accrue to both parties in this 
interaction. Mixed ability groups have the potential to benefit the whole range of 
participants. High attainers consolidate their knowledge and develop higher order 
communication skills, low attainers learn from their peers and are drawn into activities 
in which they could not succeed alone.
1.9 Research by both Bennett and Dunne (1992) and Webb (1991) points to the 
limitations of friendship groupings. Both sets of authors report that children tend to 
choose the same friendship group each time. This limits the range of interactions 
available to them and limits the development of social skills. Children also make 
biased choices on the basis of similarity and familiarity leading to the formation of
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classroom cliques (Pollard, 1985). Children classified as 'loners' tend to be excluded 
from friendship groupings (Kutnick, 1994).
The findings of research on gender groupings in co-operative classroom 
groups are somewhat mixed. Bennett and Dunne (1990), found that, in general, 
children over seven years of age expressed a marked preference for single sexed 
groups, a finding replicated by other observational researchers e.g. Hartley (1985) 
and Croll and Moses (1990). Boydell (1975), suggests that single sex groups may 
be more appropriate because mixed sex groups allowed for an imbalance of roles. 
Boys were found to be more argumentative than girls who tended to seek consensus, 
a finding replicated by Tann (1981) in an experimental structuring of collaborative 
tasks.
On the other hand Webb (1985,1989) is somewhat more sanguine. In groups 
where a gender imbalance existed, Webb found problems similar to those of Boydell 
(1975) and Tann (1981). Girls are more likely than boys to ask general questions 
and to seek feed-back, boys are more likely to be argumentative. In equally mixed 
groups, however, these problems seemed to cancel each other out.
Bennett and Dunne (1992) compared the types of talk generated by girls and 
boys in the groups they studied. Talk between girls was found to be more on-task, 
more collaborative and more abstract than that of boys. Their talk was less action 
based and grounded in activity than that of boys, enabling them to reflect, explain 
and discuss that which had gone before. Boy's talk was more concrete and 
grounded in the action of the activity. When the gender mix in a group was equal, 
their talk was of a similar pattern. In a group biased tovyards boys, talk became less 
collaborative and girls tended to share les§.in the activity. When there were more 
girls in the group, talk developed on a more collaborative level. Bennett and Dunne 
(1992), suggest that mixed gender groupings are effective, claiming that the evidence 
from such groupings brings together a richer mix of interests and abilities.
1.10 The evidence considered so far allows the following conclusions to be
drawn:
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1.10.1) There is general agreement that learning in co-operative groups, 
whether they be constituted under conditions in which individual performance, 
assessment and extrinsic rewards are the norm (Slavin, 1983), or with group 
assessment and intrinsic reward systems (Johnson and Johnson (1985), produce 
gains in achievement and in social and affective areas which traditional teaching 
methods are unable to do..
1.10.2) The role of the reward system is contentious. External reward systems 
are seen as indispensable by Slavin (1983) and unnecessary by Johnson et al., 
(1981) who maintain that co-operative groups can be so structured that they will 
generate their own intrinsic reward structure. A possible explanation of the 
contradiction between these researchers findings will be presented in section 1.12.3. 
This will suggest that the nature of the reward system can affect the relationships 
formed within the groups. More will be said about this aspect of co-operative group 
work then.
1.10.3) Criticisms have been raised about the measures used in evaluating 
product studies. Brown and Palinscar (1989) question the use of content retention 
tests as a criterion compared to measures of higher order thinking which, they argue, 
would lend more weight to these studies. They also point out that product studies 
give little information on the processes occurring in the groups, a point reiterated by 
Bennett (1985) and Galton and Williamson (1992). These authors also query the 
experimental design of many of the product studies arguing that there is little 
comparability between experimental and control conditions.
1.10.4) Process studies of co-operative group interactions note the complexity 
of the interactions in co-operative groups (Hertz-Lazarowitz, 1992; Webb, 1989). They 
draw attention to the fact that there are interactions between the pupils themselves 
and interactions between pupils and the teacher. They note that both pupils and 
teacher may have differing levels of social skills and learning/teaching styles. Finally, 
they note that the physical environment of the classroom can also play a role in the 
effectiveness of co-operative teaching (Hertz-Lazarowitz, 1992).
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1.10.5) Process research both in the UK and the USA suggests that:
a) Mixed ability groups fare better in co-operative group work than homogenous 
ability groups (Webb, 1989; Bennett & Dunne, 1992). Webb (1989), argues 
that relatively narrow ability distinctions, i.e. high-medium, medium-low 
groupings are most effective. Both Webb and Bennett and Dunne find that 
homogenous low ability groupings are relatively imperviousto the effects of co­
operative group work.
b) Similarly, the authors cited above find that co-operative group work functions 
well with mixed gender groupings. Whilst boys’ discourse in groups tends to 
the grounded and argumentative, girl's discourse is, on the whole, more 
integrative, reflective and abstract. Balance in discussion can be achieved 
when gender equal groups are used.
c) Persistent use of friendship groups limits the potential for interaction and the 
development of social skills within the group.
d) Group processes change over time (Hertz-Lazarowitz, 1992; Webb, 1989; 
Bennett & Dunne, 1990; Galton & Williamson, 1992). Transitional skills are 
required in the formation stage of the group in order to make the transition 
from individual to collaborative work. Once these are acquired, group 
maintenance skills become necessary in order to keep the group on task. 
Becoming a group member is a two stage process, requiring differing 
strategies on the part of the teacher to foster collaboration (Hertz-Lazarowitz,
1992).
1.11 The findings above have relevance to SST for co-operative group work. Two 
stages are involved - a process of group formation and processes relating to group 
maintenance. The role requirements of the teacher differ in both of these settings. 
Mixed ability groups, possibly limited to narrow range ability distinctions, perform 
better than homogenous groups. Better performance is also obtained from mixed sex 
groupings, rather than same-sex or friendship based groups. These findings have 
implications for the implementation of the intervention to be evaluated in the research 
that will constitute the burden of this thesis. They justify the use of mixed ability and 
mixed sexed pairings rather than friendship based groups. In the transition from
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solitary to group work, Webb (1989) notes the necessity of'transitional skills'. It will 
be argued in Chapter Two that these listening, challenging and communicating skills 
can all be better developed in a secure socio-emotional background. The 
intervention to be described in Chapter Two has, as its basis, the promotion of just 
such a background.
1.12 The penultimate section of this Chapter will consider one, final, method of 
analysis of interactions within co-operative groups: that of the nature of the 
relationships engendered in them.
1.12.1 A basic framework for the study of the relationships involved in co­
operative group work.
In his early work Piaget (1928,1932) studied children's social life at two levels: 
interactive procedures and interpersonal relationships (Youniss, 1992). Piaget 
maintained that knowledge begins in action. In the social domain this entails 
interpersonal interaction. Regularities in interpersonal interaction give rise to rules 
of procedure governing interpersonal exchanges. Piaget maintained that procedures 
are organised in terms of relationships, which he depicted as two ideal types. 
Relationships with adults were depicted as being founded on unilateral authority 
(constraint) typified by asymmetry of social power, or complementariness (Hinde, 
1979, 1997). Relationships with peers were founded on reciprocity (co-operation) 
which was seen by Piaget as being conducive to the co-construction of new ideas 
and meanings. The development of mutuality in relationships based upon constraint 
is not possible as the asymmetry of the power relationship limits the adult's ability to 
negotiate with the child in order to explicate meaning; knowledge can only be gained 
by direct transmission from adults and can only be justified by reference back to 
authority.
In a society where the generations thus heavily weigh upon one and other,
none of the conditions required to eliminate childish mentality can be met.
33
There is no discussion, no exchange of views. (Piaget, 1976: 76. Cited in 
Doise, 1990: 44)
Relationships based upon reciprocity are conducive to mutual expression and 
discussion because the power relation is between equals. For Piaget, 'the shock of 
our thought coming into contact with that of others' (Piaget, 1928: 204) is the 
motivator of reflective thought. Disagreement between equals forces reflection and 
reconstruction.
Co-operation opposes both autism and constraint....Discussion generates 
inner reflection. Mutual control generates the need for proof and objectivity.
The exchange of thought implies adopting the principles of contradiction and 
identity as discourse regulators. As regards constraint, co-operation 
destroys it wherever differentiation and free discussion between individuals 
develop. (Piaget, 1976: 77. Cited in Doise, 1990: 44).
Thus, Piaget provided a simple framework from which to analyse the nature 
of children's relationships. This framework is equally applicable to the relationships 
experienced by the child in the primary school classroom. The unilateral relationship 
of constraint is typified by an asymmetry of power and lack of mutuality and 
reciprocity. The locus of control within such relationships is external. Social authority 
in such relationships is uni-directional and mitigates against the development of 
reciprocity and co-operation. In contrast, bilateral relationships, typified by symmetry 
of power relationships, engender mutuality, equality and reciprocity. The locus of 
control resides within the relationship.
As Youniss (1992) points out, Piaget's framework has several strengths;
It offers a coherent account of the social construction of knowledge and the 
individual. It builds from the unit of interaction to interpersonal relationship, 
which stand relative to one and other as procedures to the organisation of 
procedures. Society proceeds outwards from relations and the individual 
derives similarly from relations. (Youniss, 1992: 142. Italics in original text.)
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The weakness of the position according to Youniss (1992) lies in its 
idealisation of the peer relationship relative to adult relations. Furthermore, the 
position fails to realise that procedures as well as relationships may be culturally 
shaped as well as co-constructed. In furtherance of this claim, Youniss refers to the 
work of Corsaro (Corsaro & Elder, 1990; Corsaro & Rizzo, 1988) and of Miller (Haight 
& Miller, 1991 ; Miller & Sperry, 1987) which draw a less sharp boundary between the 
world of peer and adult cultures than that of Piaget. Corsaro's work emphasises a 
plurality of peer cultures between preschool and adolescence, an overlap between 
the routines of the peer culture and those of the adult culture and the fact that peer 
cultures often appropriate elements from the adult culture into the peer domain, 
membership of which provides a basis for entry into the adult culture. Miller and her 
colleagues provide evidence to show that, in mother/child interactions at least, the 
relationship entails more than unilateral authority and that mother/daughter 
interactions can function in symmetrical and co-operative modes as well. In the UK, 
similar findings have been obtained, respectively by Pollard (1985) and Sluckin 
(1981) regarding peer cultures in primary school settings, and by Dunn (1993) 
regarding interactions between parents and children.
However, these studies underline the fact that Piaget's distinction is ideal- 
typical. They do nothing to undermine the basic point that relationships between 
adults and children and peers differ in their asymmetry of power. The distinction 
serves as a useful heuristic in the examination of the evidence from studies in co­
operative group work that now follows. It centres attention on the nature of the 
relationships involved in the various group based learning programmes, which are 
central to this thesis.
1.12.2 In Section 1.4 of this Chapter, mention was made of Damon's (Damon, 
1984; Damon & Phelps, 1989) distinction between peertutoring, co-operative learning 
and peer collaboration. The three terms distinguish different learning activities and 
different relationships within the learning activity. They also describe different 
relationships of control within the respective learning situations and the quality of peer 
relationships which they tend to foster. Damon and Phelps (1989) see these 
differences in peer relationships as being expressed in terms of two indices; equality
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and mutuality. In this distinction Damon and Phelps echo the description of the 
relationship of co-operation earlier attributed to Piaget.
Equality means both parties in an engagement take direction from one and 
other rather than one party submitting to a unilateral flow of direction from 
the other, and mutuality means that the discourse in the engagement is 
extensive, intimate, and "connected" (Bemdt, 1987). (Damon & Phelps,
1989: 10)
Damon and Phelps (1989) note that children's peer interactions are generally 
high in terms of both equality and mutuality but not uniformly so. As such, 
interactions high on equality and mutuality resemble the ideal-typical 'co-operative' 
outlined by Piaget. The less there is equality and mutuality in the interaction, the 
more the relationship resembles the 'constraint' condition which Piaget sees as typical 
of adult/child relationships.
It was earlier noted (1.4.4) that the burden of this thesis concerns itself with 
co-operative group work and that, therefore, peer tutoring, involving extended 
interaction between dyads, would not be subject to analysis. Nevertheless, peer 
tutoring does involve relationships between the teacher and the children participating. 
In order to examine the full range of relationships in action in co-operative group 
work, the relationships involved in peer tutoring bear examination.
1.12.2 In peer tutoring one child instructs another in an 'expert/novice' role 
configuration. The tutor may be a little older though normally not by more than one 
or two years. The tutor is specially trained by the teacher and in subsequent 
sessions may well become the novice. The tutor has more control of the situation in 
terms of the information to hand and the management of the situation. Such 
relationships are relatively low on equality and reflect a 'transmission model' of 
learning where knowledge is passed from one person to another in a linear fashion.
Damon and Phelps (1989) point out that the situation is somewhat less rigid 
than that of a teacher/pupil relationship. The tutor has none of the authority of the 
adult and possesses little of the adult's command of knowledge of the subject. There
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are possibilities for the development of mutuality, these being a function of the tutor's 
social skills and the tutee's responsiveness. Damon and Phelps conclude that peer 
tutoring is 'relatively low on equality and variable on mutuality* (Damon & Phelps, 
1989; 11). While not a typical relationship of constraint, peer tutoring is structured 
within a relationship of constraint, i.e. structured and controlled by a teacher, so as 
to compromise seriously the relationship of co-operation.
1.12.3 Co-operative learning occurs when children work together on the same
task each completing individual assignments which are finally put together to form a 
joint outcome. Whilst this definition is accepted by both UK and US researchers 
(Galton & Williamson, 1992; Damon & Phelps, 1989) the emphasis in the US is rather 
more directed to team based approaches (Aronson, 1978; Johnson & Johnson, 1985; 
Slavin, 1990). The examples given in 1.5.1 of STAD and TGT are typical of the 
methods used.
In Damon and Phelps' description, such groups are 'generally heterogenous 
with regard to ability' (Damon & Phelps, 1989:12). Co-operative group relationships 
are high on equality, all share the same status within the group. The potential for 
mutuality depends upon the task and the manner in which it is structured. All 
members will, eventually, participate in all of the tasks, but the degree to which the 
child is encouraged to be independent, as opposed to co-operative will vary 
according to the tasks set. In some versions, the child may take on responsibility for 
one aspect of the task in order to prepare feed-back for the others (Sharan, 1984). 
In other versions, the child may be asked, at all times, to assist and monitor other 
members of the group in order to encourage a sense of group responsibility (Johnson 
& Johnson, 1985)
The degree of mutuality may also be affected by the incentive structure 
employed in the various settings. For example, Slavin's methods employ extrinsic 
rewards. Within class groups are pitted together in competition. The team(s) 
performing best are rewarded and individual effort plays a large part in this. It is 
therefore likely that mutuality can be attenuated in such groups, although there is no 
empirical evidence here, one way or the other (Damon & Phelps, 1989). Approaches 
such as those of Johnson and Johnson (1985), which avoid competition, encourage
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individual accountability and collective planning are likely to engender higher levels 
of mutuality.
Co-operative learning settings are high on equality, but the levels of mutuality 
they engender are variable. These depend on the nature of the task, the manner in 
which it is set and the nature of the rewards employed. The tasks are teacher 
generated and structured and are thus based in constraint. The development of co­
operative relationships within such a framework is limited by the demands of the 
tasks themselves.
1.12.4 While noting that all of the techniques outlined here are, to a degree, 
structured in a relationship of constraint, peer collaboration is the least structured in 
terms of the child's experience of it. Collaborative group work and peer collaboration 
involve children intentionally working together with shared responsibility for a task. 
It requires them to gain joint management of the task, i.e. to take control of the task, 
to communicate, to share meaning and to make reciprocal contributions toward a 
common goal, which elements ensure that it is a collaborative activity rather than 
solitary or parallel. Unlike peer tuition, the children begin at roughly the same level 
of competence. At all times the children work jointly on the same problem. This 
distinguishes collaborative activities from co-operative learning. Damon and Phelps 
note:
This creates an engagement rich in mutual discovery, reciprocal feed-back, 
and frequent sharing of ideas. In its ideal manifestations, therefore, peer 
collaboration is both high on equality and high on mutuality. (Damon and 
Phelps, 1989: 13)
There are few examples of collaborative group work available in the literature. 
The Group Investigation technique of Sharan and Sharan (1976) and Webb's (1985,
1989) work are nearest in approach from outside the UK, and Galton and Williamson 
(1992) present a classroom based case-study of this within the UK. Bennett and 
Dunne (1989) also discuss classroom based approaches.
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The advantage of this approach (Bennett & Dunne, 1989; Damon & Phelps, 
1989; Galton & Williamson, 1992), is founded on the relationships it engenders. As 
the participants are all novices and the task structure does not demand a 'right' 
answer, the atmosphere is less threatening and making mistakes need not be the 
cause of concern or embarrassment. Rogers and Kutnick (1994) suggest that such 
settings encourage learning goals rather than performance goals. They distinguish, 
after Ames and Ames (1989) and Dwek (1991), differing motivations for learning 
which are dependent on the context and setting of the learning experience. With 
learning goals, the pupil’s concern is with mastery of the subject. Success or failure 
are measured against a criterion of knowing more about the subject at the end of 
the session than one did at the start. Performance goals, on the other hand, are 
concerned with maximising the positive approval one might obtain from others in a 
position to evaluate oneself. When performance goals are operating, for example 
under the watchful eye of a teacher (Galton & Williamson, 1992), the assessment 
implicit in such interactions is likely to result in anxiety related to task performance.
Performance goals can [....] give rise to fearful and defensive approaches 
to learning, where pupils will be likely to attempt to cover up what they do 
not know. This, along with other strategies, is designed to ensure that any 
evaluations made of the performance are as positive as possible. (Rogers 
and Kutnick, 1994; 171. See also Holt, 1984)
It is not the presence of others that gives rise to performance goals, but the roles 
and positions that they hold and the degree of control embodied in them that counts. 
Furthermore, Rogers and Kutnick (1994:171), referring to the work of Ames and Ames 
(1989), contend that competition in the situation engenders performance goals. This 
finding goes some way to explaining the varying degree of mutuality that Damon and 
Phelps (1989) find occurring within co-operative learning settings. Ultimate control of 
the situation rests outside the setting. Ownership of the task is not intrinsic to the group 
but is contingent upon an external reward, structured by the teacher and gained in 
competition with other groups. In collaborative contexts, positive motivations occur
within the group context, as the pupils take control and are engaged in working with 
their peers to produce a joint product.
1.12.5 This section has presented a model of the nature of children's 
relationships derived from Piaget's early writings concerning children's interrelationships 
both with adults and their peers (Piaget, 1928,1932; Youniss, 1992). In an ideal-typical 
form, which rather simplifies the actuality of such relationships but clearly and 
heuristically captures an essential element of them, children's relationships with adults 
were described as complementary, unilateral and based upon an asymmetry of social 
power. With peers, conversely, the relationship is reciprocal, bilateral and based in a 
symmetry of social power. Within this framework, and after Damon and Phelps (1989), 
relationships engendered within three types of co-operative group learning were 
examined. The degree of reciprocity exhibited within such relationships was considered 
in terms of two indices; namely, equality and mutuality.
In peer-tutoring, the relationship between tutor and tutee was described as low 
in equality and variable in mutuality.
In co-operative learning the relationship was described as high on equality, but 
variable on mutuality, ranging from low to moderate. It was argued that the structure 
of the co-operative task was the key to the degree of mutuality. Some tasks e.g. STAD 
and TGT tasks are structured so that, whilst individuals are jointly accountable for their 
learning, their control over the situation is minimised by the imposition of extrinsic 
competitive goals with regard to other groups. The pupils' perception of the success 
or failure of their group is then a function of the group's success or failure in competition 
with other groups, a reward structure overWiich they have little or no control. Such a 
situation is likely, according to Ames and Ames (1989. Cited in Rogers & Kutnick, 1994) 
to lead to performance goals operating in the group. The group's task becomes that 
of maximising its positive evaluation rather than mastery over the subject matter. I n 
collaborative groups, levels of both equality and mutuality were seen to be high. 
Ownership of the task and control of it were located within the group. Such a situation, 
it was argued, leads to a mastery orientation utilising learning goals as the criterion of 
success, normally successful completion of the task, and thus control resides within the 
group.
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1.12.6 With regard to the investigation to be undertaken in this thesis, the findings 
gathered in the previous sections of this chapter and summarised here and in section
1.11 can now be collated. The evidence from 1.11 suggests that mixed ability and 
mixed sexed groups work provide the optimal basis for co-operative group work. It also 
suggests that a formation stage exists in the group process. The evidence from section
1.12 suggested that peer-relationships in a co-operative setting engender the greatest 
levels of mutuality, reciprocity and equality. These latter three elements combine to 
form a socio-emotional background to peer processes. It is suggested here, that 
enhancement of this socio-emotional background, via co-operative group exercises, 
undertaken by mixed sex and ability groups will result in positive outcomes in the group 
formation process. This conclusion is derived from the review of the work undertaken 
in the area of co-operative learning that has been undertaken in this Chapter. In 
Chapter Two, a justification of this approach from the perspective of developmental 
social psychology will be undertaken, in particular in the consideration of the contribution 
of Kutnick (1988) to the work in this area. Prior to that, there remains one final element 
of the current Chapter to consider. This is the case-study undertaken by Galton and 
Williamson (1992) of two teacher's approaches to classroom organisation and their 
effect on the promotion of co-operative group work.
1.13 Galton and Williamson (1992) argue that successful functioning of co­
operative groups depends upon the relationship between the children and the teacher 
in the classroom. This, in turn, depends upon the teacher's perception of her role in 
structuring the situation in which the co-operative work takes place. In common with 
other authors (Hertz-Lazarowitz, 1989; Webb, 1989), Galton and Williamson (1992) 
identify a two stage process in the formation of effective co-operative groups. The first 
is a stage of group formation wherein the pupils must learn to collaborate with each 
other. In the second stage, the pupils collaborate to produce a joint product.
The teacher's interactions with the group in these two differing stages is 
important for the outcome of the group. Galton and Williamson (1992) contend that 
teachers too use a two stage process in their understanding of group formation. This 
process is based upon their teaching philosophy. Teachers who subscribe to a 'guided 
participation' approach will attempt to monitor their pupils very closely during the initial
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stages of the group work. This is in line with the 'guided participation' philosophy 
(derived from the work of Vygotsky, 1978) that in the initial stages of new work the task 
should be tightly structured whilst the pupil begins to master it leaving the pupil to take 
more responsibility at a later stage when they have more command of the task. Galton 
and Williamson (1992) argue that, with co-operative group work, such an approach 
sends a mixed and conflicting message to pupils in the group formation stage. It fosters 
individual identity and hinders or precludes the formation of a social (or group) identity. 
Galton and Williamson (1992) contend that much of the ambivalence pupils feel about 
co-operative group work derives from this denial, by the teacher, of the group's 
ownership of their group experience. Within such groups, pupils assume individual 
responsibility for their work and co-operate to produce individual products.
Galton and Williamson (1992) suggest an alternative two stage process to foster 
the development of an autonomous group in its early stages. In this model, the teacher 
gives the group the 'space' in which to develop, only starting to interact with the group 
when there is clear indication of group cohesiveness. Such an approach, argue Galton 
and Williamson (1992), fosters the social identity of the pupils in the group, which, in 
turn, fosters the development of the group's identity. Whilst this process is occurring, 
the pupils are exposing themselves to the possibility of failure, and support from the 
teacher, in the form of absence of evaluative feedback and clear indications of support 
for their attempts at cohesion, is essential. In this respect, Galton and Williamson 
(1992) prescribe a role for the teacher akin to the 'authoritative parent' typified by 
Baumrind (1971). The 'authoritative parent' is confident in her power within her 
relationship with the child, is able to transmit this to the child and make 'space' for 
negotiations and explanations of the authority structure she imposes. The child, having 
clearly defined and agreed parameters, then gains the confidence to work within them. 
Galton and Williamson (1992) refer to a study carried out by Koestner et al., (1984) 
relating to classroom conditions that maximise intrinsic motivation and creativity, in this 
instance measured by success in a painting activity. Like Baumrind (1971), Koestner 
et al., (1984) found that the most successful of the three conditions they set up, that of 
a negotiated structure (as opposed to either a controlling or laissez-faire setting) was 
most successful.
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Whilst relationships between the teacher and pupils are important to the 
success of co-operative group work, equally so are relationships between the children 
within the group. Children in primary schools do not come into the classroom fully 
equipped with social skills. They need to be taught how to collaborate by breaking 
down activities into small scale exercises designed to improve their social competencies 
and skills such as listening and managing disagreements. According to Galton and 
Williamson (1992), the most appropriate role that the teacher can take in order to 
structure a situation in which this can occur is by providing the class with the opportunity 
to experiment co-operatively in a secure environment. To be quite clear this does not 
mean 'opting-out'. It means actively structuring the class in such a manner as to allow 
it to experiment within an emotionally secure background. It also means non­
intervention in the process of formation for to do so is to upset immediately the balance 
of relationships within the classroom. In the following Chapter, a model of the nature 
of these relationships will be presented and the logic of this position will be explored.
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Chapter Two. Social Relationships in the Process of Learning. Instruction and Peer 
Interaction.
2.1 The previous Chapter concluded by observing social skills are an essential 
element in the functioning of co-operative groups. Several researchers (Hertz- 
Lazarowitz, 1989; Webb, 1989; Galton & Williamson, 1992) note that co-operative 
learning groups exhibit a formation stage prior to the functioning stage and that, during 
this period, instruction in basic social skills is an advantage (see also Bennett, 1994). 
However, none of the studies cited in Chapter One, either product or process, 
establish how social skills are to be generated within the groups, or whether social 
skills can be effectively taught. The review of process studies presented in Chapter 
One concluded that collaborative groups tended to display the highest levels of 
elaboration in the course of their discussions. It was suggested that an explanation 
for this lay in the degree of ownership of the interaction afforded to group members 
by the structure of the collaborative task. In Webb's (1985, 1989) analyses of the 
elaborated discourse of such groups she was able to demonstrate the emergence of 
normative interaction in the groups suggesting that a considerable degree of social 
skill was being exhibited by the group members without external intervention. The 
mean grade of the pupils in the nineteen studies that Webb (1989) presents was 
Grade Six, i.e. around eleven years old. Clearly, pupils of this age have developed 
relatively sophisticated levels of social skill. It is the possibility of fostering the 
emergent social skills exhibited by younger pupils (those in Reception Classes and 
Years 1,2,& 3, i.e. six to eight years old) that is the focus of this Chapter and this 
thesis.
The latter part of Chapter One (1.12.1) utilised Piaget's (1928,1932) distinction 
between relationships of constraint and co-operation to distinguish the manner in 
which within group relationships affect group outcomes. This Chapter will begin, 
briefly, by developing this distinction to show that it reflects two simultaneous 
processes at work in social and cognitive development. The argument to be put 
forward here will be derived from the social constructivist perspective of Berger and 
Luckmann (1971). The two processes will be described as 'externalisation' and 
'internalisation'; their purpose is to frame the manner in which social knowledge is
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created in interaction and passed on to others not involved in its creation. It will be 
argued that 'externalisation' may be seen as being analogous to Piaget's relationship 
of co-operation, whilst 'internalisation', the focus of neo-Vygotskyan research, lends 
itself to the relationship of constraint. During 'externalisation', knowledge is co­
constructed and objectified. The product of this process then acts back upon its 
producers. The social world is retrojected into consciousness in the process of 
'internalisation' which occurs during socialisation. This process may involve both 
informal and formal tuition. The underlying theme to this is that whilst each generation 
can pass on to the next the benefit of it's knowledge, it cannot pass on it's experience 
of that knowledge. Ownership of that knowledge can only be obtained via peer 
interaction and validation. Thus, whilst there exist benefits accruing to instruction, the 
effect of instruction without the opportunity of interaction is limited. For interaction to 
occur effectively, especially among relatively young children early in their school 
careers, social skills are needed. The onus of this chapter is an investigation of the 
literature reporting on the manner in which social skills can be trained.
In the second section of this Chapter, two broad approaches to Social Skills 
Training (SST) will be identified: the instructional' and the 'socio-relational'. The two 
approaches will be distinguished by the relationships in which they are undertaken. It 
will be argued that the 'instructional' approach is, essentially, adult-dominated and that 
the 'socio-relational' approach is peer based. The outcomes of each approach will be 
discussed. It will be argued that, currently, the predominant manner in which SST is 
undertaken is 'instructional'. Within the distinction made earlier, these behavioural 
techniques will be presented as occurring within a relationship of constraint. In the 
main, the methods employed involve instruction and, as will be reported, have distinct 
limitations. Reasons for these limitation^will be explored. In the following section of 
the Chapter, the 'socio-relational' method of social skills training will be outlined. As 
this method involves the peer-group, it will be presented as a method utilising the 
relationship of co-operation. It will be argued in this section of the Chapter that, as 
currently practised, there also exist limitations to the socio-relational' approach. The 
limitations here are due to fact that the 'socio-relational' approach is currently lacking 
a developmental perspective. The final section of the chapter will present a 
developmental socio-relational theory derived from the work of Kutnick (1988) and
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discuss its potential benefits. This theory and the manner in which it may be 
operationalised and tested form the basis of this thesis.
2.2 The Social Construction of Reality.
The debate in developmental psychology concerning the manner in which 
cognitive development takes place and the role of the social context in that 
development still resonates with the names of Piaget and Vygotsky and the conceptual 
frameworks they bequeathed. For Piaget (1928; 1932) the driving force behind 
cognitive development in the pre-operational stage is (what has become known as) the 
'socio-cognitive conflict' that occurs between individuals in a symmetrical relationship 
of co-operation. Cognitive change is promoted by 'the shock of our thought coming 
into contact with that of others' (Piaget, 1928: 204). Symmetry within the relationship 
is essential in Piaget's view. Asymmetrical relationships are founded upon disparities 
of competence and social status, the child is not able to be an equal partner in 
resolving any disagreement. This inhibits reflective thought and the re-construction of 
knowledge. For Vygotsky, however, it is this asymmetry of relationship which is seen 
as the key to cognitive development. If the Piagetian paradigm sees cognitive 
development as an endogenous process (although it will be argued later that this view 
over- simplifies Piaget's theory), then, for Vygotsky development is an exogenous 
process (though this view is also an over-simplification of Vygotsky). Indeed, both 
theorists acknowledge the complexity of the relationship between the 'inside' and the 
'outside' (Tryphon & Voneche, 1996).
A child is born into a pre-existing social order. The emphasis in Vygotsky an 
research is the manner in which, through social activity, children become immersed 
in the ways of the social and the manner in which this immersion transforms their 
capabilities. Cognitive development is seen as the active internalisation by the child 
of previously existing problem-solving practices. It is by taking part in mutual activities 
with more expert others in the community that the child becomes more knowledgeable. 
Whilst the interaction between the expert' and the 'novice' may be one of co-operation 
in that both parties are engaged in the same, mutually agreed, exercise of transferring 
knowledge, the structure of the relationship, in Piaget's terms, is one of constraint.
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Social authority is vested in the 'knower' by virtue of knowing that which the 'novice' 
desires to know. It is the role of the tutor in an interactive process with the tutee to 
'scaffold' the learning situation. Bruner describes scaffolding as:
the steps taken to reduce the degrees of freedom in carrying out some of the 
task, so that the child can concentrate on the difficult skill she is in the 
process of acquiring. (Bruner, 1978:19)
This definition quite clearly defines the social relationship between the tutor and 
the tutee, whilst at the same time emphasising the pro-social nature of the endeavour.
From the basic outlines described above it is apparent that the focus of the 
investigations in which Piaget and Vygotsky were engaged were different. Whilst both 
authors clearly agreed that action is the starting point of both thought and cognitive 
development, they understood it differently. Tryphon and Voneche (1996) comment:
For Piaget, action Is a natural event taking place In a natural environment.
For Vygotsky It Is a rich and meaningful human act constructed by society 
and history. The Kantian nature of Piaget's Investigations contrasts with the 
cultural-historical approach of Vygotsky's researches. [....] One Is more 
devoted to the discussion of the constructive nature of interpretation and the 
other more to the interpretive character of construction. (Tryphon &
Voneche, 1996: 9)
It is the last sentence of this quotation that underlies the following section. 
Rephrased it directs attention to the manner in which Piaget’s early writings (1926, 
1932) relating to social interaction among peers and adults, addressed a concern with 
the manner in which knowledge, new to the interactants, might be constructed from 
the already known. On the other hand, and in an equally valid exercise, Vygotsky's 
concern is with the manner in which pre-existing social knowledge may be 
disseminated and passed on. In order to provide a framework within which to discuss 
this point and the manner in which it affects both the description and interpretation of 
neo-Piagetian and neo-Vygotskyan research a very brief diversion is necessary.
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2.3 For Berger and Luckmann (1971) reality is a social construction; a process 
occurring over time. The process has three main elements: externalisation, 
objectivation and internalisation. These are dialectically interlinked. Knowledge is seen 
by Berger and Luckmann (1971) as a product of social interaction. Overtime, implicit 
mutual understanding develops between people, which becomes objectified in explicit 
concepts and rules to which language and other sign systems refer. The final step in 
the process occurs when this knowledge is internalised by those who were not part of 
its creation. In particular, this refers to a new generation. The authors are explicit 
upon this point. To repeat a quotation already cited in the Introduction (Intro 2.2)
One may further add that only with the transmission of the social world to a 
new generation (that is, internalization effectuated in socialization) does the 
fundamental social dialectic appear in its totality. To repeat, only with the 
appearance of a new generation can one properly speak of a social world.
(Berger & Luckmann, 1971: 79)
It is clear from this, that as conceived by Berger and Luckmann (1971), the social 
dialectic can only operate in full across generations. This point is crucial. In a manner 
similar to Attfield's observation (1995: 41) that 'God has no grandchildren', so Berger 
and Luckmann's social construction of reality is grounded in a materialist perspective, 
society can only exist whilst humankind is there to produce it and pass on its products 
to a new generation. Each generation is involved in two simultaneous processes: the 
creation of social reality and its transmission as objective reality to a new generation. 
The logic of this position overspills into the discussion of methodology to be undertaken 
in Chapter Three. Peter Berger describes the social dialectic thus:
The fundamental dialectic process of society consists of three moments, or 
steps. These are externalization, objectivation and internalization. [....] 
Externalization is the ongoing outpouring of human being into the world, 
both in the physical and mental activity of men. Objectivation is the 
attainment by the products of this society [....] of a facticity external to and 
other than themselves. Internalization is the reappropriation by men of this 
same reality, transforming it once again into structures of the subjective
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consciousness. It is through externalization that society is a human product.
It is through objectivation that society becomes a reality sui generis. It is 
through internalization that man is a product of society. (Berger. 1969.
Cited in Seidman, 1994, p. 129-30)
NB. ‘Objectivation' is defined by Berger and Luckmann as ‘[T|he process whereby 
the externalized products of human activity attain the power of objectivity' (Berger and 
Luckmann, 1971: 78). Objectivation is the American English form of the UK English 
objectification' , which spelling will be used in future reference to this word.
In order to transmit the knowledge created in the process of externalisation it 
becomes reified, fragmented and rationally ordered. In this way, what was originally 
constituted as informal, fluid and implicit understanding between people in face to face 
situations becomes impersonal, static and formal knowledge capable of cultural 
transmission (Berger & Luckmann, 1966; Foreman, 1989). Knowledge which was the 
subject and implicit product of shared experience and interaction becomes explicit and 
the object of the attention of others. Marti (1996. 71), notes.
we need to give a new significance to the externalisation of knowledge 
process and to evaluate the reciprocal influence of these external forms on 
internal constructions.
The remainder of the discussion in this section is to be considered in the light of 
this pronouncement. To reiterate, Berger and Luckmann s (1971) presentation of the 
social dialectic contains three 'moments', namely externalisation, objectification and 
internalisation. In common with other discussions (e.g. Marti, 1996; Tryphon & 
Voneche, 1996), the discussion that follows attends only to the first and last of the 
'moments'described. There are reciprocal relations between face to face communication 
and cultural transmission. Communication depends upon the existence of objectified 
cultural knowledge systems, primary among these is a shared linguistic code. 
Obversely, the process of cultural transmission takes place within a context of face to 
face interaction (Berger & Luckmann, 1971; Foreman, 1989).
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The argument being advanced here suggests that Piaget's interests attended to 
the process of externalisation, the face to face interactions that constitute the production 
of society as an ongoing symbolic universe constructed by human meaning. The 
manner in which this takes place constitutes social development and, to the extent that 
Piaget sees a dialectical relationship between the individual and the social (Marti, 1996; 
Smith, 1996), individual development as well. It is this dialectic that gives the lie to 
those criticisms of Piaget which see his theory as concentrating purely on endogenous 
development. Piaget sees this development taking place within a framework of 
relationships. 'There are no...such things [as] isolated individuals. There are only 
relationships.' (Piaget, 1965; 360. Cited in Youniss, 1992) but, as has been stated 
above, it is the degree of symmetry between these relationships that is central to 
Piaget's conception of the development of knowledge. Piaget emphasises individual 
agency (Brockmeier, 1996). The child does not 'just take over' the knowledge held by 
others, no matter how much and by what means the 'others' would like them to do so. 
Brockmeier quotes Piaget as saying 'each individual is called upon to think and to 
rethink - on his own account and by means of his own system of logic - the system of 
collective notions' (cited In Brockmeier, 1996: 132), Brockmeier comments:
The insistence on subjective agency, and thus the focus on the decisive role 
of the active individual also sheds light on the construction of meaning- 
systems in their cultural contexts - even if Piaget did not pay much attention 
to this cultural dimension, either to that of the meaning-systems or to that 
of their semiosis. [....] That is to say the child has to invent just what the 
culture offers; the child has to 'make what he finds' as Nelson Goodman 
would say. (Brockmeier, 1996: 132-133)
The emphasis here is on the manner in which children and their peers interact 
and in so doing externalise their human agency and validate fhe/r knowledge. In the 
preface to the Russian edition of Judgement and Reasoning in the Child and The 
Thought and Language of the Child, Piaget writes, concerning the derivation of 
thinking in the child:
The very structure of the individual's thinking depends upon the social
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environment. [...] When the individual experiences systematic influence from 
a given social environment (as, for example, when the child experiences the 
influence of adult authority) his thought is constructed in accordance with 
specific external rules. [....] To the extent that individuals co-operate with 
each other, even the rules of this co-operation develop. (Reiter & Carton,
1987: 82)
The nature of the social relationships is crucial to the manner in which thought 
develops. In a relationship of constraint, 'there is no discussion, no exchange of views' 
whereas 'as regards constraint, co-operation destroys it wherever differentiation and 
free discussion between individuals develop* (both quotations Piaget, 1976: 76 & 77. 
Cited in Doise, 1990: 44).
The object of Vygotsky's attention is the manner in which the child comes to 
internalise society, the objectivated, sui generis product of externalisation. For 
Vygotsky, it is the process whereby this occurs that constitutes development. This 
process occurs in interaction with others who are more competent. The limited range 
of competencies that children have at their disposal can be guided and extended. 
Vygotsky is quite clear that this process also relies upon relationships.
All higher mental functions are internalised social relationships. [....] Their 
composition, genetic structure and means of action - in a word their whole 
nature Is social. Even when we turn to mental processes, their nature 
remains quasi-social. In their own private sphere, human beings retain the 
functions of social interaction. (Vygotsky, 1981: 164)
The internal operations, once internalised, constantly interact with external 
operations (Wertsch, 1985). I ntra psycho logical activity, once developed, modifies 
interpsychological activity (Marti, 1996). As was the case with Piaget, the notion of uni­
directional development, in this case 'outside-in', oversimplifies. The nature of the 
relationship involved in this process of internalisation is asymmetrical. It allows 
explanation of the means by which a child develops competencies within the pre­
existing order, but does not explain how new knowledge can be created.
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2.4 Neo-Piagetian Researcti.
Piaget's initial formulation of the consequences of differing relationships for 
cognitive development lay relatively dormant for over forty years. The model was 
resuscitated by Doise and his colleagues at Geneva (Doise, Mugny & Perret-Clermont, 
1975). This and subsequent work by other researchers indicate that peer interaction 
can facilitate cognitive development. A brief resume of the findings of research into the 
role of 'socio-cognitive conflict' indicates the following points:
2.4.1) Such interactions require social co-ordination; children must be equally engaged 
on the task (Glachan & Light, 1982; Light and Glachan, 1985).
2.4.2) Joint engagement can lead to the production of novel approaches that children 
are not individually capable of (Doise & Mugny, 1984; Perret-Clermont, 1980) which 
can be later used individually and, on occasion, in other situations (Perret-Clermont, 
1980).
2.4.3) The source of cognitive progress is the conflict of points of view (Ames & 
Murray, 1982; Doise & Mugny, 1984; Howe et al. 1992).
2.4.4) Certain initial competencies are required for individuals to benefit from such 
interactions and a degree of common m/sunderstanding is necessary for their success 
(Doise & Mugny, 1984; Glachan & Light, 1982; Perret-Clermont, 1980).
2.4.5) Social marking of the interaction, shared understanding of social conventions 
which may be applicable to the interaction, can facilitate cognitive progress (Doise & 
Mugny, 1984).
2.4.6) The socio-cog nitive conflict perspective clearly underlines the Piagetian 
view that cognitive development is from the individual to the social, and that the social 
context is the regulator of this progress. The child brings to a social interaction an 
egocentric view, a centration on one aspect of the situation, which is then brought into 
conflict with the centrations of others. Resolution of this conflict generates novel 
cognitions and procedures for understanding situations and mediating interactions 
between the participants. The concept of social marking clearly indicates the manner 
in which pre-existing social regulations can mediate cognitive change. It is in such a 
manner that new knowledge can be created. Indeed, this model lends itself equally 
well to the adult world and the creation of knowledge within quite specialised areas of
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scientific discourse (Woolgar, 1988,1996).
2.5 Neo-Vygotskyan Research.
For the purposes of this chapter, discussion of research in the tradition of 
Vygotsky will be limited to the concept of the Zone of Proximal Development (ZPD). 
Appearing in Vygotsky’s later work (Minick, 1987), the ZPD is defined by Vygotsky as
The distance between the actual development level as determined by 
individual problem solving and the level of potential development as 
determined through problem solving under adult guidance or in collaboration 
with more capable peers. (Vygotsky, 1978; 86)
Vygotsky did not specify the forms of social assistance to learners that constitute 
action within the ZPD (Wertsch, 1984; Minick, 1987). He wrote more generally about 
collaboration and the assessment of children through demonstration, leading to 
questions and the introduction of the initial elements of the task. Cazden (1988) refers 
to his descriptions as what nowadays would commonly be called characteristics of 
'classroom discourse'. Schaffer is somewhat more emphatic
In general, however, he tends to draw a highly didactic picture of the adult's 
role: the very fact he talks of instruction and tuition suggest a teaching and 
learning process in which the child is a relatively passive agent of adult action, 
and his emphasis on limitation under the guidance of adults (Vygotsky, 1978:
87-88) reinforces this one sided picture. (Schaffer, 1992: 120)
The concepts of guidance and its primary means of transmission, language, are 
central to neo-Vygotskyan research, which concentrates on the manner in which 
instruction may best be undertaken and the conditions under which instruction takes 
place. The focus is individualised. The relationship between thought and language is 
central to Vygotsky's view of the relationship between the individual and society. Whilst 
developing from different origins, in the course of development they become interlinked. 
This enmeshing of language and thought is seen as the central mechanism of
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development because language, a social tool, isttie means wtiereby society's meanings 
are transmitted tottie child. Language mediates the development of thought, language 
is a social product which becomes the medium of thought, thus thought becomes social. 
The mechanism whereby this process occurs is internalisation (Bruner, 1986; Rogoff, 
1990; Tharp & Gallimore, 1988). Internalisation is facilitated by 'semiotic mediation’ 
(Wertsch & Stone, 1985; Crook, 1994) or by simple 'appropriation'(Leont'ev, 1981; Light 
& Butterworth, 1992; Mercer, 1992; Newman, Griffin & Cole, 1989). These descriptions 
of the process of internalisation should be moderated, however, by the fact that 
Vygotsky gave very little guidance as to how the actual process of internalisation takes 
place (Marti, 1996). Indeed, Vygotsky quite honestly admitted that 'as yet the barest 
outline of this process is known' (Vygotsky, 1978: 57. Cited in Smith, 1996: 117).
Neo-Vygotskyan research in this genre has tended to concentrate on adult/child 
dyads (eg. Rogoff, 1990), interactions where the adult is instructor, both in formal 
classroom settings (eg. Edwards & Mercer, 1987; Mercer, 1991,1992; 1995; Newman, 
Griffin & Cole, 1989; Tharp & Gallimore, 1988) and in naturalistic settings (eg. 
Greenfield & Lave, 1982; Saxe et al., 1987) and finally those relating to the use of peers 
as tutors (eg. Cazden et al., 1979; Phelps & Damon, 1989). The focus of such studies 
has been the manner in which the 'expert' structures the situation, and indeed, the 
information to be transmitted, and the interaction between the 'expert' and the 'novice'. 
The role of the instructor is not seen as inflexible, Rogoff, referring to the general notion 
of scaffolding observes:
Note that while 'scaffold' could Imply a rigid structure or one that does not 
involve the child, most users of the term include notions of continual 
revisions of scaffolding to respond to children's advancements. (Rogoff,
1991:78)
Edwards and Mercer (1987) analyse the manner in which teachers set about the 
problem of constructing a discourse in the classroom based upon 'common knowledge'. 
They predicate this analysis on the belief that 'all education is essentially about the 
development of some shared understanding, some mutuality of perspectives' (Edwards
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& Mercer, 1987: 1). Their observations of classroom discourse demonstrate the 
manner in which, by questioning and summarising, the teacher continually updates the 
evolving shared context and checks upon levels of understanding. The teacher is thus 
able, over time, to establish the common ground upon which to introduce new 
information. The role of the teacher in structuring and regulating the context of the 
classroom has also been investigated by Wertsch (1991). He found that teachers 
tended to encourage children to focus on, and talk about, experiences that occurred 
in the classroom, those shared by the class, rather than experienced out of school. 
In all of the cases discussed, the asymmetry of the relationship exerts itself in the 
manner in vÆich the tutor structures the interaction for the tutee. Whilst neo- 
Vygotskyan research has highlighted the interactive nature of instruction, 
comprehensively negating simple 'transmission* models of learning, it has at the same 
time comprehensively accentuated the manner in which social power is invested in the 
role of the instructor. The novice can only be validated by the criteria set by the 
expert, perhaps rightly so. However, the experience of that knowledge can only be 
owned by the tutee and validation of that experience can only occur in interaction with 
peers. This point is recognised by some of the researchers in the neo-Vygotskyan 
tradition. For example Mercer notes:
A sociocultural perspective on classroom education supports the use of 
collaborative activity, but it also highlights the need for a rationale, in terms 
of both procedures and principles, for the activities learners are expected to 
do as part of their education. What is more, learners themselves need 
access to that rationale; and it has to be a rationale they find convincing.
(Mercer, 1995: 114)
In the context of this thesis, and as was discussed in 1.13, this is here 
interpreted as implying the necessity required of teachers to structure a context in 
which pupils are given the opportunity both to experiment with and confirm, through 
this gaining ownership, of the reasoning behind the creation of such a context.
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2.6 Summary of Sections 2.1-5.
These sections have argued that the social dialectic is a threefold process of 
externalisation, objectivation and internalisation. Externalisation was typified as the 
manner in which, in face to face interaction knowledge is created. By a process of 
reification, the separation of knowledge from its base in action, knowledge becomes 
objectivated and can then be internalised by others. It was suggested that the role 
of the social in the contributions of Piaget and Vygotsky, related to externalisation and 
internalisation respectively. It v/as also suggested that Piaget's distinction between 
the relationships of co-operation and constraint was a useful heuristic device with 
which to frame the social relationships predominant in the processes of externalisation 
and internalisation. The creation of new knowledge by a given group requires 
validation from within that group. Whilst instruction is often necessary, ownership of 
the knov/ledge can only come from experience and co-construction v/ithin a peer 
group, a point also touched upon in the Introduction in relation to ownership of the 
primary curriculum (Intro.2.1 cf. Fullan & Hargreaves, 1993). Clearly, this is a matter 
of degree. One does not need to be a murderer to know that one's peers disapprove 
of murder. In the main, however, the experience of one generation can only be 
passed on in the abstract, as information. It cannot be passed on as experience per 
se. In this sense the symmetrical relationships which characterise relationships of co­
operation are the background against which experience and, therefore knowledge, 
may be gained. The Vygotskyan enterprise relates to instruction and the manner in 
which it is accomplished. Instruction occurs in a relationship of constraint, there is 
an asymmetry in the relationship by virtue of the fact that the knower knows whilst the 
novice does not. Whilst knowledge may be transmitted via instruction it can only be 
understood in action. In the next section of this chapter the predominant method of 
instruction in social skills will be examined.
2.7 Social Skills Training (SST).
2.7.1 The Behavioural Approach.
As it is currently constituted in the literature, SST is represented as a method
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of making good, by means of behaviour modification and training, any deficiency in 
a target child's repertoire of behaviours which are used in its integration into its peer 
group. In short, SST is used to help children fit into their peer group (and hence, 
classroom and classroom learning) when they are unsuccessful in doing this 
themselves. SST,in this context, is a means of clinical or classroom based 
intervention, working at a remedial level.
Behind this aim is a considerable body of research which supports the view that 
poor social skills contribute to academic underachievement (Cartledge & Milburn, 
1980; Hughes & Sullivan, 1988: Michelson et al., 1983). Ogilvie suggests that 
'Childhood social deficits are strong predictors of subsequent academic, social and 
psychological functioning' (Ogilvie, 1994:73). Among problems associated with poor 
social skills are bullying (Coie & Kupersmidt, 1983; Garber & Dodge, 1991), peer 
rejection (Coie, Dodge & Coppotelli, 1982), and elevated school drop-out rates 
(Goleman, 1996). Ogilvie (1994) and Goleman (1996) also list future delinquency, 
alcoholism and adult psychoses as potential risk-factors. The developmental pathway 
from poor social skills in childhood to these adult dysfunctional states is not made 
clear. The literature presents only correlations. The role of the peer-group in 
accelerating and amplifying the propensity to delinquent or dysfunctional behaviour is 
not discussed (Campbell & Muncer, 1998) but the correlations are robust.
Working on a pro-active principle, the aim of SST is to prevent the 
compounding of currently dysfunctional behaviours (and the subsequent development 
of even more deviant behaviours) by ensuring that the target child is equipped with 
the means to integrate with their peers, by which means 'normal' social development 
is expedited. Two clearly discernible areas of research are evident in the literature. 
The first, here identified as the 'socio-behavioural' approach, is concerned with the 
identification and evaluation of techniques designed to remedy presently perceived 
social deficits. The second, the 'socio-cognitive' approach, concerns itself rather less 
with the practicalities of intervention and is more concerned with the analysis of 
cognitive processes that underlie the social deficit. The 'socio-cognitive' approach 
encompasses a somewhat broaciertheoretical perspective than the 'socio-behavioural'
approach, incorporating elementsfromdevelopmentaltheory and interactional analysis
to broaden its understanding and to extend its applicability. Both approaches are
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clearly inter-related, their separation here being primarily analytical. Both approaches 
share in common the belief that, via intervention from an outside agency, identification 
of and instruction in requisite social skills is possible. Similarly, both approaches 
share a common, behavioural perspective. Instruction in social skills is possible, but 
as has been argued previously, like all instruction it is undertaken in a relationship of 
constraint. Whilst the mechanisms of learning in the behavioural paradigm differ from 
those proposed within Vygotskyan theory, the instruction of a 'novice' by an 'expert' 
is a common theme.
2.7.2 The Socio-Behavioural Approach to SST.
In a recent review, a prominent advocate of SST, Spence, argues that its aim 
is 'to teach the behavioural responses necessary for successful outcomes in social 
situations to individuals v/ho lack such skills' (Spence, 1995:13). The effectiveness 
of such programmes and by implication, the effectiveness of direct instruction in such 
skills, is open to some debate. Spence's (1995) review of the SST literature 
demonstrates mixed findings. Early, single case studies provide evidence that SST 
can improve eye-contact, audibility, frequency of requests and other ratings of 
assertiveness. These were measurable in direct observations of role-play (Bernstein 
et al., 1977; Spence, 1995). Other studies cited by Spence show that these 
improvements can be transferred to natural settings such as the playground (Lovejoy 
& Routh, 1988; Whitehill, 1978; Spence, 1995). However, other researchers have not 
found generalisation to natural settings (Hundert & Houghton, 1992; Spence, 1995). 
There are similar conflicting findings regarding the duration of the effects of SST, in 
some instances follow-up studies three months later showed continued improvement 
(Spence & Marzillier, 1981 ; Spence, 1995), whereas others found termination at the 
end of the training session (Lovejoy & Routh, 1988; Whitehill, 1978; Spence, 1995). 
Spence (1995) maintains that some of this confusion is attributable to the criteria 
applied in selecting children for SST which are often generalised rather than 
specifically related to poor social skills. Mize and Ladd (1990) note that selection for 
SST must be on the basis of poor social skills, rather than generalised criteria of 
behavioural or social relational problems. Spence argues that 'SST can only be 
predicted to be beneficial for children with demonstrable social skills deficits' (Spence,
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1995: 20)
Methodological problems associated with SST also create problems in the 
interpretation of results. Spence (1995) maintains that the reliability and validity of 
outcome measures used in many studies is suspect. Problems occur with coding and 
rating behaviours. Much observational data is obtained in role-play which may not 
reflect accurately what occurs in more naturalistic settings (Bellack, 1983; Spence, 
1995). Long-term follow-up measures are either lacking or of insufficient duration and 
the generalisation of changes in behaviour from the training situation to ’real-life’ 
settings is often not considered (Spence, 1995).
Similar problems are identified and compounded by Ogilvie (1994), who notes 
the lack of a commonly agreed definition of either social skill or social competence. 
Purely behavioural definitions lack any objective means by which to identify which 
behaviours are of importance in social settings. ‘The problem is that there is no 
theoretical model of social skills development to provide guidance in the selection of 
which skills to target' (Ogilvie, 1995: 74). The lack of such a model has led to 
confusion over which behaviours to train. Ogilvie offers two extremes of error: either 
choosing specific behaviours that have only limited contextual relevance; or setting a 
general aim which is so vague as to lack any specific behavioural component. Of the 
two, Ogilvie (1994) notes that the former seems most common. Specific behaviours, 
such as asking questions or making eye-contact may be trained (see Bernstein, 1977, 
cited above), however, the purpose of such training lacks any higher order integration. 
On the other hand, more generalised behaviours, such as playing co-operatively may 
be targeted by SST but these lack specific behavioural reference as they are not 
broken down into a full complement of component behaviours. Even if these general 
behaviours could be broken down, there is no certainty that the component behaviours 
would be socially valid for the child. Furthermore, only specific outcome behaviours 
are referenced with no mention of the child’s underlying abilities, which may 
themselves be the root of the desired behaviour.
Ogilvie (1994) reviews several common definitions of social skills and 
favourably cites that offered by Gresham and Elliot (1984) which places emphasis on 
the social validity of the behaviour.
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Social skills appear to have three main elements; cognitive, behavioural and 
environmental (i.e. they may be performed in one context but not In another).
These are, furthermore, most adequately defined in terms of their functional 
relationship within socially valued outcomes. (Ogilvie, 1994: 75)
This latter element is of key importance. In referring to the social validity of 
such social skills as may be identified, the criterion of acceptability is moved from the 
outside observer to the social context of the children themselves. It is they who define 
what is an acceptable, behavioural profile for others wishing to enter into a particular 
peer group - without reference to externally imposed notions of what constitutes 
'normal' behaviour. Whatever cognitive or behavioural elements are involved in 
attaining social competence, these are subservient to their social validation by the 
emergent group norm. Recognition of this leads Ogilvie to conclude
Whilst SST may be a necessary component in bringing about change in 
childrens' and adults' social lives, it may not always be sufficient. The 
child's interpersonal competence occurs within a specific network of social 
relations and any attempts to improve the individual's social functioning 
must take into account contextual factors. As well as targeting observed 
deficits in the child's individual behaviour, attempts should also be made to 
restructure the social environment. (Ogilvie, 1994: 81)
This change in primary emphasis, from altering the individual child to attempting 
to alter the social context in which the child operates, is also recognised by Bierman 
and Furman (1984) and cited approvingly by Ogilvie as a benchmark for SST  
methodology. Their subjects were 56 Fifth and Sixth grade pupils from Western US 
schools, included in the study because they were 'unaccepted by their peers and 
deficient in conversational skills' (Bierman & Furman, 1984:153), thus fulfilling Mize 
and Ladd's (1990) criterion of social skill deficiency with the added criterion of peer 
rejection. The children were randomly assigned to one of four different treatment 
conditions described by Bierman and Furman (1984:155) as: 1) conversational skills 
training; 2) peer involvement under super-ordinate goals (peer experience); 3) 
conversational skills training with peer involvement and 4) a no-treatment control.
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The rationale behind this intervention format was that not only does peer 
involvement require a set of social skills (in this instance conversational skills - 
treatment 1) which are shared by all members of the group, these skills need to be 
successfully applied in peer interaction. In this respect, the model is similar to that 
offered by Slav in (1990) with regard to the manner in which co-operative groups in the 
classroom should be organised (1.5.1.1). To this end, they endeavoured to show that 
although exposure to short-term peer involvement involving super-ordinate goals 
(treatment 2) could increase liking in the group, this would be relatively short lived. 
They predicted that the only case wherein integration would show long-term 
improvement would be in treatment 3, where both conversational skills training and 
peer involvement under a super-ordinate goal condition took place. The children in 
the control group, treatment 4, received neither skills training, nor peer involvement.
The results of the study followed their predictions. Treatment 1 did appear to 
teach children new conversational skills, but by itself did not lead to greater peer 
acceptance. The children involved in treatment 2, with peer interaction, did receive 
higher sociometric ratings immediately post-intervention, but these did not last. When 
peer involvement and coaching were combined, peer partners liked the identified 
children more, up to and including the follow up period (in this case six weeks). The 
control group children showed no change in sociometric rating.
Bierman and Furman account for the success of the third treatment setting by 
hypothesising that in the super-ordinate goal setting the coached children may have 
been more capable of contributing to the group task than the non-coached children. 
However, the reasons for the success of treatment 3 are not clear cut. The authors 
note that the treatment 3 conditions may have enhanced communication amongst the 
group members so that eitherthe enhanced social skills orthe group experience could 
account for the target children's improved acceptance. Indeed, they go so far as to 
suggest that it may well be that
... involving peers in the coaching process per se, or providing super­
ordinate goals may not be essential components of the treatment. Rather, 
it may be enough to provide coached children with opportunities for positive 
peer interaction so that their improved behaviour would become salient to
66
their peers. (Bierman & Furman, 1984: 159)
The third treatment programme was also the most effective in altering the 
subjects’ feelings of social efficacy. The authors argue that this may be due to the 
subjects' perceptions to their peers' responses, leading Bierman and Furman to 
suggest changes in self-efficacy may be more likely to occur in 'peer involvement 
programs where peer responses have been modified'. (Bierman & Furman, 1984: 
160). Noting that pre-adolescent studies by Bowerman and Kinch (1959) and 
Horrocks and Buker (1951) show, respectively, that the norms and standards of the 
peer group become more clear, consensually valid and differentiated and that 
sociometric status fluctuates less as the reputations of the group members cohere, 
they go on to conclude that
By pre-adolescence, peer acceptance may be affected increasingly by peer 
norms. If so, changes in children’s behaviour may have less impact on their 
acceptance by the group. Consequently, it may be important to supplement 
skill training for adolescents with environmental manipulations that maximise 
the probability that peers will recognise and accept the new competencies 
of the coached children. (Bierman & Furman, 1984: 160)
They do not elaborate on the possible nature of the proposed 'environmental 
manipulations'. However, in these remarks there is an implicit recognition of the 
theoretical limitations as practised by them. As with Ogilvie (1994), the emphasis 
changes from the individual to the context in which the individual acts. This is perhaps 
the most important finding of this form of SST research. Whilst certain elements of 
social skills can be taught by instruction, i.e. within the relationship of constraint, it is 
within the relationship of co-operation, in peer group interaction that they are tested, 
accepted or rejected. Bierman and Furman are very honest to admit that they were 
unable to tell whether it was the effect of their training programme, or the plain fact that 
they were able to provide rejected children with the opportunity for interaction with their 
peers, which improved the target children's feeling of self-efficacy. Such an admission 
clearly highlights the effect of the peer-group as the normative mechanism whereby 
social skills are adjudicated. As has been argued all along in this section, instruction
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is not without a place, but is not a panacea.
2.7.3 The Socio-Cognitive Approach to SST.
The ’socio-cognitive’ approach to SST concentrates on the sociocog nitive 
elements in social interaction. The rationale is clearly stated by Pellegrini (1985:254): 
our therapeutic efforts would most likely be more efficient if we could target specific 
socio-cognitive training programs for the specific socio-behavioural deficits’. In this 
field, the work of Kenneth Dodge and his various associates is pre-eminent. The basic 
framework of Dodge's thinking is presented in Dodge et al., (1986) wherein a general 
model of social functioning is outlined. An individual child's response to a given social 
stimulus involves the child in a five stage process of analysis. The stages are: 1) 
encoding the stimulus; 2) interpreting the stimulus; 3) searching for a suitable 
response; 4) evaluation of the response once found; 5) enactment of the response. 
These five stages occur rapidly and in real time often at a non-conscious level. They 
are continually repeated in any social situation. The child's response, once enacted, 
forms the stimulus for the peer’s processing judgement about the behaviour, which 
involves the five elements outlined above, and leads to the peer's social behavioural 
response. This in turn leads to the target child's response, which again involves the 
five stages and so on in a processual and reciprocal manner. As Gottman (1986) 
notes, by introducing this general model of social interaction. Dodge is enabled to 
progress from general considerations of social competence to the study of specific 
social tasks, thus creating a link between research on social cognition and research 
on social behaviour.
The model allows for an incremental study of each of the five stages involved 
in interaction and the relationship between behaviour and social information processing 
in each of the stages can thus be described. By holding preceding steps constant, 
regular patterns emerging in processing can thus be assessed. Dodge and his co­
workers hypothesise that successful processing results in social competence which is 
comprehended by the other interactant. Conversely, unsuccessful processing results 
in consequent behaviour being categorised as deviant by the peer. The most common 
inappropriate response found by Dodge and his co-workers is aggressive behaviour
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which is strongly associated with children who are rejected by their peers (Coie, Dodge 
& Coppotelli, 1982). In an oft quoted dictum, Coie et al., state categorically that 'It is 
true that when peers and trained unfamiliar observers provide information about 
rejected children's behaviour, the most compelling reason for peer rejection appears 
to be aggressive behaviour' (Coie et al., 1989: 224). Dodge and Coie (1987) 
distinguish between proactive and reactive aggression. Reactive aggression is seen 
as a response to provocation; proactive aggression is aggression v/ithout being 
provoked. Proactive aggression is most likely to be associated with rejected status 
(Coie & Kupersmidt, 1983) and precedes rejected status (Coie & Kupersmidt, 1983: 
Dodge, 1983). There is not a simple relationship between proactive aggression and 
rejected status. Coie et al.(1989) distinguish four sub-types of rejected children, in 
three of which children are rejected for reasons other than aggression, for example 
physical unattractiveness or strange behaviour. However, the longitudinal 
consequences of early aggressive behaviour (e.g. Thomas, 1988) have informed much 
of the work of the socio-cognitive approach which has sought to find relevant 
intervention methods to modify such behaviour.
The results of such approaches are open to the same tenor of criticism as the 
socio-behavioural approach. Whilst the socio-cognitive approach is able, because of 
the sophistication of its analyses, to avoid some of the more simple confusions of 
identifying subjects suitable for SST and which behaviours to train, its basic premise 
is functional-contextual. It is an analysis of the kinds of interaction, undertaken within 
a given context, that groups of subjects demonstrating prosocial behaviour engage in. 
These are then compared to those interactions undertaken by subjects who do not 
display prosocial behaviour. Structural-universal issues such as the social construction 
of normal' behaviourand, by implication, the manner in which 'abnormal' behaviour is 
defined and rendered without sanction (Maras & Messer, 1995; Cicourel, 1976) are not 
countenanced within this model. There is no reference to the developmental dynamics 
of peer interaction. Nor is there analysis of the manner in which the emergence of peer 
norms affects peer criteria of what constitute acceptable social behaviour within the 
peer group. Advocates of the socio-cognitive approach are aware of the potential 
limitations of the functional-contextual approach. For example. Dodge and Coie (1987) 
specifically alert their readers to the limitations of generalisability from a sample of a
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specific population of black, male first-graders. Rabiner and Gordon (1993) conclude 
that the elements they separated out for study, prosocial concerns and strategies, are 
best seen as interrelated and that future research should attend to that relationship. 
Some limitations, however, cannot be self-corrected.
Gottman (1986), whilst praising such work for moving away from a general 
consideration of social competence to the study of specific social tasks, criticises it for 
its lack of a developmental perspective. What is not mentioned in such research, he 
argues, is the reason for studying children at all, let alone the seven to nine year age 
group that forms the bulk of the work. From a basis in his own work on the 
development of children's friendships (Gottman, 1983), Gottman suggests that this age 
group was studied because of the particular context of social development that the 
middle-school years represents. In brief, he argues that there is a major transition in 
the complexity of the social world that children must apprehend between pre-school 
and the early elementary school years. The child must learn to function in a peer 
social world which includes such issues as power and influence and notions of 'what 
to be like'. The criticism is clear, in the socio-cognitive approach, as in the social 
behavioural approach, the context isataken-for-granted reality. The social construction 
of the context is not seen as problematic and social processes, prior to and after the 
event, whilst of putative interest, are defined out of the study. To reiterate the point 
made earlier, whilst instruction in appropriate social skills has an important place in 
SST, ownership of the knowledge can only come about in peer interaction, the context 
and dynamics of which are, to a greater or lesser extent, disregarded in the 
behavioural models described above In the following section, an attempt at redress 
will be made.
2.8 Socio-Relational Models of SST.
Throughout this chapter the constructional relationship of co-operation between 
peers has been stressed as an anodyne to the instructional relationship of constraint 
between children and adults. Whilst the necessity for instruction has been recognised 
it has been argued that it is in interaction with social co-equals (Hartup, 1978) that
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ownership of knowledge is accomplished. Socio-relational models of SST emphasise 
this contention. Indeed, Hall claims 'there is evidence (Rubin, 1980; Hartup, 1978; 
Foot et al., 1980) that children learn social skills from their peers rather than from 
adults and that this appears to result from peers with similar cognitive and social 
abilities (Hall, 1994: 133). The evidence cited in the foregoing section concerning the 
role of the peer-group as a potent mediator in behavioural attempts at SST lends 
further support.
Socio-relational models of SST look to the potential of relationships within the 
peer group as a means of furthering the development of prosocial behaviour. The aim 
of this approach is to provide children with a broader mix of relationships in terms of 
level of social and cognitive skills than would otherwise be found in the patterns of 
children's normal relationships. To this extent the model is instructional, in as much 
as the teacher or facilitator (although it will be argued in the Discussion that the teacher 
is a preferable choice) 'scaffolds' a situation in which the interactions take place. 
However, central to this approach is the fact that it is the children themselves who 
experientially learn from the programme. The approach therefore favours the Piagetian 
relationship of co-operation.
2.8.1 Interpersonal and social skills appear to be related to popularity and liking
(Gottman et al., 1975; Hartup. 1978, 1998; Parker & Asher, 1987). Indeed, Hartup 
goes so far as to say that ' "having friends" is a proxy for "being socially skilled" ' 
(Hartup, 1998:144). Newcombe and Bagwell (1995) enumerate four criteria regarding 
friend versus non-friend effects: 1) positive engagement (i.e. talking, smiling, laughing);
2) conflict management (i.e. negotiation and disengagement rather than assertion of 
power); 3) relationship to task (i.e. being on, rather than off task) and 4) relationship 
qualities (i.e. equality in the exchange as well as affirmation and mutuality). These are 
very similar in nature to the interactions produced in the successful collaborative 
learning groups outlined in Chapter One (Bennett & Dunne, 1990; Galton & Williamson, 
1992; Hertz-Lazarowitz, 1989; Webb, 1989). Hall (1994) argues that the introduction 
of humanistic' approaches to social relations learning (which he sees at the heart of 
the socio-relational model), which make use of experiential learning and 'focus on the 
here and now' experience of the classroom group, can have a substantial effect on the
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quality of relationships and learning in a classroom group and its subgroups' (Hall, 
1994.133). The outcome of such an approach, he maintains, is a positive effect on the 
lives of both teachers and pupils, improved relationships, increasing friendships and a 
reduction in disruptive behaviour.
2.8.2 One of the key themes underlying socio-relational approaches to SST,
which differentiates them from behavioural models is the degree of importance they 
place on the development of a secure setting for social and communicative interaction. 
The socio-emotional background to cognitive development has recently been 
highlighted by Monteil (1992) who acknowledges that the nature of children's social 
interactions will be affected by their emotional and social responses to the situation in 
which cognitive activity takes place. Within the context of the research to be reported 
upon in the subsequent chapters of this thesis, and as the evidence reported in 
Chapter One implies, the socio-emotional background in which cognitive activity takes 
place affects the cognitive outcomes. With insufficient socio-relational skills, children 
are impaired in their ability to work together, either socially or academically. From a 
different perspective, Biott (1987) makes note of the fact that, if allowed to develop 
effective group-work skills, children are receptive to the social and emotional benefits 
that such groups provide. Socio-relational models aim to provide a secure setting 
wherein children can share issues with one and otherand explore relationships without 
fear of ridicule. They can also explore conflicts and learn to resolve them. Within this 
approach the whole class is seen as a microcosm of the wider society wherein children 
can learn about roles and relationships, a course in what Hopson and Scally (1981) 
term 'Lifeskills', as a preparation for adult life (Brandes & Phillips, 1979; Goleman, 
1996; Hopson & Scally, 1981; Pike & Selby, 1988).
Cowie et al., (1994) maintain that the underlying developmental model to a 
socio-relational approach (in the case of their study, co-operative groupwork) is 
Vygotskyan. Learning is seen as a co-operative venture, the'child’s capacity to learn 
is embedded in his or her capacity to foam with the help of others' (Cowie et al., 
1994: 44-45. Italics in original) . A little later Cowie et al., argue
Unlike Piaget, Vygotsky did not wait for the child to be 'ready'. Instead, he
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argued, children learn from other people who are more knowledgeable than 
themselves. It is the 'loan of consciousness' (to use Bruner's phrase) that 
gets the child through the ZPD. (Cowie et al., 1994; 45)
As has been argued above, the essential element of Vygotsky’s approach, 
which Cowie et al., clearly recognise, is the notion of instruction. Within the group 
Itself, It is quite difficult to see who is instructing whom - the children are co-equals 
sharing the same experience in a relationship of co-operation. If teachers are 
engaged in instruction, as indeed they will be at some point in 'scaffolding' the 
situation, then this is instruction within a relationship of constraint. As the work of 
Galton and Williamson (1992) cited in Chapter One clearly demonstrated, co-operative 
groups can only succeed when they are allowed to cohere into social groups without 
the intervention of the teacher. Whilst it may be quite correctly argued that mutual 
instruction is taking place in such groups, the nature of the social relationship involved 
in such situations quite clearly differs from that of instruction of the 'novice' by the 
expert. The essence of the socio-relational approach is the security generated by 
the fact that the groups are composed of social co-equals sharing the same 
experience.
There are several methods employed by the socio-relational approach. Many 
overlap and are used in concert with one and other. The list given below does not 
claim to be exhaustive nor are the descriptors in any way definitive, rather they are 
based on the most obvious behavioural aspect of the techniques employed.
2.8.3 Circletime.
There are several variations on this theme (Balaam & Merrick, 1988; Ballard, 
1982, Mosely, 1996). The essential element of this procedure is the promotion of 
discussion. Pupils sit, with the teacher, in a circle. Often the group is seated on the 
floor along with the teacher in order to reduce the teacher’s perceived control over the 
situation. Ballard (1982) provides a lengthy list of topics for discussion by the group, 
all of which relate to the experience of the entire group, e.g. 'What sort of things do 
you dream about?'; 'What is your favourite time of day?' In the course of the session 
every member is invited to take a turn and other members are taught and encouraged
73
to respond with reflections of feelings generated, e.g. 'you sound really excited about 
that, why do you like it so much?' etc. The technique can be used either over an 
extended period once or twice a week, or for a few minutes each day (White, 1991).
Other versions of the technique can be used during the course of lessons. For 
example, Balaam and Merrick (1988) illustrate the use of discussion in an English 
class. After a poem has been read by a pupil or a teacher, the class divides into 
groups to discuss one of the themes of the poem. The focus is the interpretation of 
ambiguity and the sharing of experiences. The point of the discussions is to enhance 
individual understanding and the negotiation of meaning. Mosely (1996) extends the 
use of group discussion to encompass joint resolution of conflict and creation of 
mutually agreed sets of rules, which are then written up and posted on the classroom 
wall: a form of contract agreement. The period of Circletime can be used as a means 
of distribution of praise and token rewards for good behaviour. Circletimes can also 
be given over solely to the solution of problems. Cowie and Sharp (1992) developed 
the 'Qualify Circle' as a variation of a formal collaborative learning exercise. The 
problem to be discussed may be curricular or relational. Cowie et al. (1994) argue 
that the problem may be set for whole group discussion or be worked upon by smaller 
sub-groups, which come together for a final whole group session. In either case the 
children acquire a range of skills; such as the generation of ideas through 
brainstorming or the collection of data. As with the collaborative learning groups 
described in Chapter One, the outcome is elevated levels of elaborated discourse. 
In all of the variations of the Circletime technique, success is incremental and 
repetition is necessary to give teacher and pupil validation (Cowie & Ruddock, 1988; 
Cullingford, 1988; c.f.Galton & Williamson, 1992).
2.8.4 Guided Fantasy.
Hall et al., (1990) report several positive outcomes from introducing fantasy 
based exercises to classroom groups. The primary method employed is Scripted 
Fantasy. Children are settled down by the teacher, invited to close their eyes and 
relax and are then read a fantasy script (which can be reflective, 'imagine you are at 
a place by the sea - what can you see? What colour is the sea? What colours are 
the clouds? etc.; or, equally, active ' imagine you are playing an instrument in a
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group. What instrument are you playing? What colour is it? etc.). Children are always 
given a choice of whether or not to participate and if they are concerned about closing 
their eyes are told 'you may peek if you want to'. The fantasies last from five to ten 
minutes and can then be followed up by discussion, artwork or writing projects.
2.8.5 Debriefing.
Cowie et al., (1994) emphasise the role of debriefing in providing a forum for 
consolidation and reflection on the experience of relational work. Debriefing can follow 
on immediately after a session or may occur on a later day. Times can vary from a 
five minute exercise or a whole lesson, it can be structured or un-structured, directed 
or non-directed. Cowie et al., describe three stages in a debriefing session which they 
typify as a series of three questions 'What happened? How did the participants feel? 
What does this mean to the group?' (Cowie et al., 1994: 56). The aim of debriefing 
as described by Cowie et al., (1994) is to help participants to move forward to a new 
level of understanding of the experiences in the relational programme and become 
aware of emerging themes.
2.8.6 There are several other techniques that can be employed e.g. various 
forms of role-play or simulation exercise (Tigwell, 1990; Balaam & Merrick, 1988). 
Trust-building exercises feature prominently in virtually all reports (e.g Cowie et al., 
1994; Hall & Delaney, 1992; Thacker, 1985; Wooster, 1990). These take many forms 
but in essence are used to help group members get to know one another and to build 
up feelings of trust and security within the group. They are used on an ad hoc basis 
in most reports, 'to put the children at their ease', without theoretical reference to 
reasons why this should be so. The majority of exercises employed in socio-relational 
approaches to SST, reported in the literature, emphasise communication and problem 
solving within a context wherein trust building exercises have been used to promote 
a secure framework. Typical of these is the programme reported by Wooster (1990). 
The intervention lasted for ten weeks with one whole day session per week, (In this 
the report is somewhat atypical; it was undertaken in a special school with children 
with moderate learning difficulties. A more usual time frame is for session to last an 
hour. The exercises used, however, are typical). Most of the activities were
75
undertaken in a circle to promote group feeling, the teacher was always involved. 
Pairings were random based rather than based on friendships. Among the exercises 
used were:
1) Communication.
Talking in pairs. Children sat opposite each other in pairs A told B what they 
remembered doing from the end of the previous day’s school until bedtime. Two 
minutes were allowed before the roles were reversed for a further two minutes. The 
children then reported back to the whole group on what their partner had done. 
General discussion ensued thereafter about the exercise: W as if more difficult to talk 
or listen?' ' Was it easy to remember what your partner said?' 'Did you know that so 
many other people in your class watched the same TV programme?'
2) Co-operation.
In Wooster's (1990) report, the exercise involved children working in groups of 
four. They were asked to imagine that they were going to live on a desert island and 
were asked to talk about and agree a list of things they would all wish to take. When 
they all agreed on an item, they could then draw it. At the end of the exercise the 
subgroups reported back to the plenary group and compared lists and reasons for 
them.
3) Affirmation.
The children operated a 'friendly box'. A box with a slit in its lid and a pile of 
named cards was kept in the classroom. The cards were changed for each session. 
Whenever a child noticed that a friendly or kind act had been performed towards them 
it was recorded on their card and posted in the box. In the final plenary session of 
the day, the box was opened and the cards were read out to the whole group, thus 
affirming the actions of the children who had performed the kind deeds and those that 
had noticed them.
4) Problem Solving.
This took several forms. In each of the exercises the children were asked to 
resolve, by negotiation, a problem of choices. For example, the children were paired.
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From a series of pictures of eight different kinds of fruit, the pairs were asked to 
choose one each. They were then asked to decide on only one fruit. Pairs then 
joined with another pair and were asked to decide which of the two fruits to keep.
On post-testing, significant differences were obtained on measures indicating 
declines in unfriendly behaviour, reduced impulsivity and improvements in lateral 
thinking. No such differences were reported in the control group.
2.8.7 From the outlines above it can be seen that socio-relational models differ
radically from behavioural methods of SST. They rely far less upon the direct 
instruction employed in the behavioural model and give much greater emphasis to 
peer interaction. However, the methods described, make only implicit reference to the 
developmental dynamic. This is seen in particular in the manner that trust building 
exercises are intuitively employed prior to communication and problem solving 
exercises without any indication of why they are seen as being effective. Kutnick
(1988) provides a theoretical model, derived from the developmental literature, as 
to why this should be so.
2.9 A Developmental Socio-Relational Approach to SST.
After reviewing the literature concerning naturalistic development of 
relationships supporting social and cognitive advance, Kutnick (1988) hypothesises 
common, ideal typical, stages in the development of relationships applicable to 
relationships between adults and children and peers. These commonalities he 
describes as 'deep structures' (Kutnick, 1988: 84), the manner in which they are 
manifested within the context of the enacted relationship are referred to as 'surface 
structures' (Kutnick, 1988: 85). The deep structures are present in any culture and 
in any interaction between children and adults or the children's peers. They may be 
described as:
1) A primary stage of sensori-motor affect, which, once established , is sustained
by the development of a complementarity of dependence (Hinde, 1979; 1997)
2) The children's reflection on the mode of interaction from within the framework
of their general level of cognitive development, which gives rise to:
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3) A cognitive ordering of experience in terms of pre-operative rules or regularities,
4) Over time and in line with general cognitive development these socially 
constructed rules are concretised. This process forms the basis of*
4) Formal operational rule construction and manipulation - the basis of
autonomous behaviour.
2.9,1 Kutnick represents these stages diagrammatically (Kutnick, 1988: 86):
Table 2.1 Hypothetical Structure of Authority Relationships. 
Adapted from Kutnick (1988: 86).
Deep Structure Surface Structure
Adult Based Peer Based
Sensori-motor affect Sensori-affective contacts Sensori-affective contacts.
Development of dependent 
relation.
Obedience Peer-orientation.
Early rule application. Unilateral respect. Sharing.
Concrete/relational rule 
application
Legitimisation of 'expert* Mutuality
Reflective rule application Collaboration. Negotiation through need/co­
operation
The same basic process of apprehension of the nature of the relationship (deep 
structure) is involved in both adult and child and peer relationships. The social context 
of the relationship and the differences in the symmetry in distribution of social power 
within adult and child and peer relationships account for the different 'surface 
structural' manifestations of their development.
The developmental literature, and in particular, the literature relating to 
attachment theory provides strong empirical evidence for the existence of the deep 
structure outlined by Kutnick (1988) in adult-child relationships. The importance of the 
attachment bond and its reciprocal disposition to trust and dependency is identified 
by Ainsworth, Stayton and Bell (1974) and Stayton, Hogan and Ainsworth (1971). The
78
complementariness of the relationship thus engendered is emphasised by Hinde 
(1979, 1997). The development of the adult-child relationship is exemplified in the 
child's increasing understanding of the world as a social milieu with systemic qualities, 
where regularities of behaviour exist as does a differential right to exercise power 
(Damon, 1977; Selman, 1980; Turiel, 1980; Youniss, 1978, 1992; Kutnick, 1988)
2,9.2 The contentious element of Kutnick’s (1988) assertion that adult/child
and peer relationships follow a common developmental pathway lies in the claim that 
both start from a sensori-affective base. In the literature reviewed by Kutnick relating 
to peer-relationships, the evidence for this is somewhat anecdotal. As does Kessen 
(1991), Kutnick argues that this is in part due to the manner in which childhood is both 
constituted and constructed in Western societies. The degree of adult penetration into 
childhood experience is such that children are rarely, if ever, allowed the quality of 
early interactive experience fully to develop their potential for creating close peer 
relationships until early adolescence (Youniss, 1978; 1980). Referring to the literature 
available at the time of writing, Kutnick (1988) cites as his prime example of the 
potential of young peers to form close social relationships based on affect the report 
by Freud and Dann (1951). This report concerned a small group of children interned 
in a concentration camp who were brought as refugees to England at the end of the 
Second World War. The children had been brought up communally from birth, had 
existed in a situation of extreme deprivation and had developed relationships of such 
closeness, trust and dependency that Freud and Dann termed their relationship 'peer 
attachment'. Kutnick also refers to work by Howes (1983), Rubin and Pepler (1980) 
and Vandell and Mueller (1980) demonstrating the potential amongst very young 
children for the development of close peer relationships based upon affect.
Developments within the research literature since Kutnick's original formulation 
offer qualified support. Attachment theorists have broadened their perspective to 
include the importance of the father-infant relationship as an influence on the child’s 
approach to new relationships with non-family members (Bridges, Connell & Belsky, 
1988, Lamb, 1982). Other researchers, notably Dunn (1993) argue for a multiple 
relationships approach, noting that children develop their understanding of the social 
world from experiences within a network of relationships with siblings, peers and other
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adults, as well as their primary care-givers. Howes (1987) in a study of pre-school 
friendships found that children tended to maintain their friendships for at least two 
years and sometimes longer. Dunn (1993) cites evidence to show the effectiveness 
of friends as supports in times of change, as for example in daycare transitions 
(Howes, 1987) and family upheaval (Kramer, 1990). The role of friends in the 
adjustment to school is well documented (Parker & Asher, 1990). Research in the 
years since Kutnick's (1988) thesis is supportive of the contention that peers are able 
to form relationships based upon affect.
2.9.3 The second strand of Kutnick's argument concerning the development 
of the child's cognitive apprehension of the nature of relationships is somewhat less 
contentious. The central thrust of developments since Kutnick's formulation has 
been the lowering of the age levels outlined by Selman (1980) and Sullivan (1953) 
wherein children come to understand the nature of friendships. Parker and Gottman
(1989) point out that basing conclusions about mutuality and stability of relationships 
solely on self-report data is to do such friendships a disservice.
In Kutnick's model, early relationships develop from schemes that 
promote an affective tie between the child and specific others to a realisation of 
dependence and attachment. As communication develops, so does an understanding 
of rules of interaction which incorporate respect for others. In turn, these give rise to 
the ability to change and develop new rules and perspectives. The model suggests 
that effective and close social relationships are based upon trust and dependence 
which trust and dependency exercises (sensitivity training) may facilitate. It is for this 
reason that other researchers using sock)^relational methods have found sensitivity 
training and trust building exercises so effective in the promotion of communication in 
socio-relational training regimes whist denying them a theoretical justification..
2.9.4 Kutnick's model provides a basis for a developmental socio-relational 
SST programme. Such a programme assumes that while the majority of children will 
have experience of adult-child affective relationships they will need the opportunity to 
enhance the quality of their peer relationships. While pupils may readily transfer their 
ability to form close relationships with adults from home to the classroom teacher
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(Kutnick, 1983), they may not have the ability to transfer close relationships to peers 
due to lack of opportunity and experience. Studies by Kutnick and Brees (1982) and 
Kutnick and Marshall (1993) indicate the manner in which such a programme may be 
structured and provide some indication of the results garnered from such an 
intervention.
In both studies, basic sensitivity and trust building exercises were adapted from 
Pfiefferand Jones (1976) work with adults, incorporating appropriate modifications for 
such concerns as children's size, age and strength. In the Kutnick and Marshall 
(1993) investigation, in addition to the trust and dependency exercises, communication 
exercises were adapted from Pattison (1987) and problem solving exercises from 
Spivak, Platt and Shure (1976). The choice and ordering of such exercises was 
specifically designed to reflect the course of development of relationships outlined by 
Kutnick (1988) The programme was 'spiral' in nature, the various exercises were 
repeated overtime in order to acclimatise the children to the various components, the 
amount of emphasis being given to any one component varying over the duration of 
the intervention. Thus, in the early stages, most time was given to the sensitivity 
exercises, in the mid-section the communication exercises predominated and by the 
end sessions problem solving exercises were brought to the fore. In any one session 
all types of exercise were used.
Kutnick and Brees (1982) was a relatively small scale investigation (N=40). It 
demonstrated that a simple series of sensitivity training exercises had the effect of 
promoting co-operative behaviour on a cognitive task which combined aspects of 
categorisation with perceptual and social (conflict/co-operation) criteria. A second 
strand of the investigation utilised two simple projective tests designed to measure co­
operative awareness. At post-test, these exercises had the effect of demonstrating 
increased child-child sensitivity (at a significant level for one of the tests and 
approaching significance for the other) indicating a grovyth in co-operative reasoning. 
The sample size precluded any firm test of significance being made, but indicated the 
possibility that some may be evident.
Kutnick and Marshall (1993) developed the previous work with a somev^hat 
larger sample (N=59) and used a refined technique. In this study a single cognitive 
enrichment task was used, a co-operative computer game known as 'The Water
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Game'. 'The Water Game' calls for the development and application of new 
knowledge and skills among the participants. Comparison of performance among 
different sizes of groups (dyads, triads and fours) was measured. The intervention 
was based upon the original format in Kutnick and Brees (1982) but grafted onto the 
trust and dependency sequence were communication and problem solving exercises. 
As described in an earlier paragraph, the exercises were used sequentially and 
progressively. A separate class was used as a control group. Pupils were rated by:
a) teacher evaluation. Teachers filled in a modified version of the Osborn and 
Millbank (1987) 'Educational Questionnaire', with appropriate statistical checks for 
teacher expectancy and 'halo' effects.
b) pupil observation. Prior to the intervention, the investigators derived an 
observation based schedule of recurrent behaviours during the course of'The Water 
Game'. These were classified along such dimensions as 'on/off task', 'co- 
operative/conflictual' etc.
The post-intervention results indicated a significant effect attributable to the 
training programme. The teacher evaluations showed the experimental group scored 
significantly higher than the control group, both in the cumulative analysis of scores 
of the items measured and the individual item analysis. An analysis of change scores 
from the pre-intervention base demonstrated significant improvement in :
1) Peer problem solving,
2) Concentration on tasks,
3) Paying attention in class,
4) Working within a group,
5) Balance between solitary and group work,
6) Popularity with peers,
7) Co-operation with peers.
Overall, each child in the experimental group showed some positive change, 
whereas those pupils in the control group showed negative change. Similar findings 
were obtained from the observational schedule. The class undergoing the intervention 
improved markedly in relation to the cognitive-orientated computer work, but the 
results in relation to group size were inconsistent. Thus, the results from the two 
studies gave positive indications that Kutnick's (1988) developmental socio-relational
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model of peer-based SST holds some potential. The burden of this thesis will be a 
report of a full-scale investigation of an intervention based on the principles and 
procedures outlined in the studies described above.
2.10 Summary.
This chapter has presented the following argument:
2.10.1) Social reality may best be conceptualised in terms of a dialectical 
process. Knowledge may be seen as the result of externalised social interaction. 
Once externalised, knowledge is separated from its base in action, is reified and 
becomes the object of others intentions. Knowledge in this objectified state can then 
be internalised by others not present in the interactions that produced it. Each 
generation is involved in these processes. Two generations, at least, are needed 
before the social dialectic can work in full.
2.10.2) The theories of Piaget and Vygotsky provide a framework, still utilised, 
whereby the nature of learning is conceptualised. Their theories and subsequent work 
deriving from them may be conceptualised as relating, respectively, to the processes 
of externalisation and that of internalisation. Social relationships within each of these 
processes differ. Piaget's (1928,1932) distinction between relationships of co­
operation and relationships of constraint usefully characterises the nature of the 
relationships involved in these two processes. Externalisation is founded in co­
operation, internalisation is bounded by constraint.
2.10.3) Research on co-operative group work, reported in Chapter One, 
indicates that successful co-operative groups exhibit higher levels of elaborated 
discourse than do groups in an instructional relationship with their teachers. Co­
operative groups emerge in a two stage process of formation followed by function. 
The formation of such groups is facilitated by the level of social skills that the 
members exhibit. Researchers working in this area note the desirability of social skills 
training during the process of group formation but provide no indication of how this 
may best be accomplished.
2.10.4) Social skills training, as currently and predominately conceptualised in 
the literature, is undertaken as an exercise in individual instruction. Within the 
distinction outlined above, it occurs within a relationship of constraint. The results of
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such an approach are limited, either by inability to isolate the elements of social skills 
to be instructed, or by results which confound the training undertaken with the effects 
of the social context in which it occurs.
2.10.5) There exists an alternative, socio-relational, approach to social skills 
training which emphasises peer interactions within a relationship of co-operation. 
While emphasising co-operation between peers, such approaches neglect the 
developmental aspects of peer relationships.
2.10.6) In this context, and at this early age, the major developmental 
consideration is the affective basis of social relationships. Kutnick (1988) points out 
that for any child, the first relationship experienced is one of attachment, occurring in 
a socio-emotional environment. Kutnick (1988) argues that Western views of the social 
construction of childhood are construed within a relationship of constraint. He 
maintains that the interpenetration of adults into children's social experience is such 
as to compromise childrens' ability to develop peer relationships. Citing evidence from 
a number of studies of early peer relationships, notably that of Freud and Dann 
(1954), Kutnick maintains that peers' relationships, like their relationships with adults, 
are founded In a preliminary affective state of trust and dependency.
2.10.7) It is for this reason that virtually all socio-relational approaches to the 
development of social skills refer positively to the use of trust and dependency 
exercises as precursors to the programmes they advocate. None of them, however, 
locate the use of such exercises in a theoretical framework.
2.10.8) Kutnick's (1988) hypotheses provide a theoretical background for the 
formulation of a developmental socio-relational approach to social skills training within 
a peer-based context. Preliminary investigations by Kutnick and Brees (1982) and 
Kutnick and Marshall (1993) provide a basis from which an intervention based on 
developmental socio-relational principles may be constructed, operationalised, tested 
and evaluated. The manner and execution of such an evaluation forms the subject 
matter of this report.
The basic research question can now be stated:
To what extent is an intervention, designed on the developmental socio-relational 
principles outlined above, an effective means of promoting mutuality and reciprocity in the
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primary school classroom? To this may be added a subsidiary question - how may an 
evaluation of such a programme be undertaken?
An answer to this latter question forms the subject matter of the next Chapter. 
An answer to the former question is undertaken in the remaining Chapters of this 
report.
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Chapter Three: Methodology.
3.1 Chapter Two closed by stating the basic research question of this report. It 
asked to what extent can an intervention, based on the developmental socio-relational 
principles outlined by Kutnick (Kutnick, 1988; Kutnick and Brees, 1982; Kutnick and 
Marshall, 1993), enhance social relationships and relational skills in the primary school 
classroom? A secondary question asked how such an evaluation could be 
undertaken? What follows in this chapter is an answer to this latter question. The 
Chapter comprises two major sections. In the first, a general overview of current 
conceptualisations of methodological issues is presented and debated. In the latter 
part of this section, the position from which the research was methodologically 
informed is described. In the second section, the research questions are formalised 
and the methodological tools employed in the research and the manner of their 
employment is described.
3.2 Current Conceptions of Methodology.
3.2.1 Society as a human product - society as objective reality.
Both in the Introduction and in Chapter Two, reference was made to the 
conception of the social dialectic outlined by Berger and Luckmann (1971). In the 
Introduction, Berger and Luckmann's succinct description of the social dialectic was 
quoted:
Society is a social product. Society is an objective reality. Man Is a social 
product. (Berger & Luckmann, 1971: 79. Italics in original text)
As an addendum to this triplet, Berger and Luckmann go on to note:
It may also be [....] evident that an analysis of the social world that leaves out
any one of these three elements will be distortive. (Berger & Luckmann,
1971:79)
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The point is of some relevance in the discussion that follows.
Of the three moments of the dialectic, the process of objectification has received 
least attention in the literature (Marti, 1996. Section 2.3). The two elements germane 
to this discussion are. 1) society is a human product, and 2) society Is an objective 
reality which, through socialisation into its ways, humankind becomes a social product. 
Bergerand Luckmann's (1971, see Intro.2.2) insistence upon the intergenerational nature 
of the social dialectic firmly locates the dialectic as a process occurring in time. The 
product of human interaction in society - knowledge, in time acts back upon its members 
as an objective reality. This insight, that simultaneously society is both a subjective and 
an objective reality, frames what is to follow.
3.2.2 Methodology is, as commonplace, presented as bifurcated (e.g. Cohen &
Manion, 1992, Lincoln & Guba, 1985, Richardson, 1996). In one version, a realist 
ontology underpins a view of society as an objectively experienced reality amenable to 
'scientific' enquiry, which is associated with quantitative methods. In the other, a 
nominalist ontology views society as an emergent process best suited to study by 
interpretive and qualitative methods. In the section that follows, these two views will 
briefly be discussed, in order to derive a perspective upon which the methods used in 
the study to be reported were based. It is suggested here, after Berger and Luckmann 
(1971), that much of the conflict surrounding this debate is generated because each of 
the approaches relates to a separate moment in the social dialectic. The interpretive, 
qualitative paradigm is suited to studies of externalisation - society experienced as a 
subjective emergent reality. The normative, quantitative 'paradigm' similarly being suited 
to the objectified product of that externalisation - society experienced as an objective 
transcendent reality.
3.3. Quantity versus Quality.
There are a number of ways in which the bifurcation of methodology noted above 
is represented. At its most concise, the representation is that of a paradigmatic 
opposition of the normative and the interpretive (see below). Subsumed beneath this
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rubric are a number of distinctions. Cohen and Manion (1992: 40) represent the 
elements of these differing approaches diagrammatically:
main
Table 3.1 Diagrammatic representation of Normative and Interpretive Approaches to 
the study of behaviour. (Adapted from Cohen & Manion, 1992)
Normative Interpretive
Society and the social system The individual
Medium/large scale research Small-scale research
Impersonal, anonymous forces 
regulating behaviour
Human actions continuously recreating 
social life
Model of natural sciences Non-statistical
'Objectivity' 'Subjectivity'
Research conducted 'from the outside' Personal involvement of the researcher.
Generalising from the specific Interpreting the specific
Explaining behaviour/seeking causes Understanding actions/meanings rather 
than causes.
Assuming the taken-for-granted Investigating the taken-for-granted.
Macro-concepts: society, institutions, 
norms, positions, roles, expectations.
Micro-concepts: individual perspective, 
personal constructs, negotiated 
meanings, definitions of situations.
Structuralist Phenomenologist, symbolic 
interactionists, ethnomethodologists.
Cohen and Manion (1992), themselves drawing on Burrell and Morgan (1979), 
suggest that the ontological differences between the two views directly relate to the
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nominalist/realist debate in philosophy. The nominalist position holds that there is 'no 
independently accessible thing constituting the meaning of a word' (Cohen & Manion, 
1992; 6). This view coincides with an immanent and emergent view of social reality (see 
also Coulter, 1983 and Henwood, 1996). The realist position holds that objects have an 
existence independent of the knower. By extension, society is viewed as a social object 
and represented as a transcendental reality.
3.3.1 Epistemologically, these representations of social reality also vary, leading
to differing conceptualisation of the nature of knowledge and the manner in which it can 
be acquired and transmitted to others. The normative view of social reality sees 
knowledge as 'hard' objective and tangible' (Cohen & Manion,1992: 7) and demands of 
the researcher an observer role, emphasising disengagement. From this standpoint, a 
methodology derived from positive conceptions of natural science is deemed most 
appropriate. For those subscribing to the view that society is an immanent process, 
knowledge is seen as 'personal, subjective and unique* (Cohen & Manion, /b/d.). Those 
subscribing to this point of view argue that access to knowledge, conceptualised in this 
manner, cannot be obtained by positivist methods. What is required is involvement, 
interpretation and engagement.
The manner in which the relationship of humans with their environment is 
conceptualised also differs radically from these two view points. The normative view. In 
extremis, sees human existence as determined, in a passive causal manner, by its 
environment. Critics of this view (e.g. Harre and Secord, 1972; Smith, Harre and van 
Langenhove, 1995) maintain that this approach relies upon an overly mechanistic view 
of being human. Herein, external stimuli are seen as the primary cause of behaviour and 
the role of internal factors is minimised. The view of causation espoused is based upon 
Humean precepts - a sequence of one kind of event followed by another (the analogy 
usually offered is that of billiard balls striking one another) which leads to a 'naive 
determinism’ (Smith, Harre and van Langenhove,1995: 2) in terms of the explanation of 
behaviour. From the viewpoint of the immanent model of society, voluntarism plays a 
central role. Humans create their reality in interaction with one another, causality is an 
emergent feature of these interactions which can only be properly studied by 
engagement with the subject matter.
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With regard to the methodologies to be employed by advocates of the two 
positions, some indication has already been given. If social reality is envisaged as 
external and objectively accessible then quantitative methods, directed at analysing 
relationships and regularities between the selected factors under scrutiny, will be seen 
as most appropriate. The approach will be nomothetic and will seek to produce general 
laws or relationships. On the other hand, for those who view social reality as immanent 
and subjectively experienced, the approach may be characterised as qualitative and 
idiographic. If the principal concern is with understanding the manner in vjhich 
individuals create, modify and interpret the world in which they exist, then conceptions 
of an objective social reality are replaced by a relativised view of the social world. Within 
such a view, methodologies which emphasise understanding and interpretation are called 
for.
3.3.3 As will be seen in subsequent sections, the opposition of quantitative and
qualitative methods is an heuristic device of somewhat limited value. Within the 
framework provided by the device, it is proposed that the dominant philosophical, indeed, 
ideological stance within the social sciences is that of positivism. Against this 
background it is suggested that anti-positivist ontologies and epistemologies may be 
seen as recently emerging, to the degree that they now offer a competing paradigm for 
social research (Lincoln & Guba, 1984; Miles & Hubermann, 1984,1994). To the extent 
that the rhetoric of scientific enquiry in the natural sciences has emphasised a realist 
ontology, and to the extent that the natural science model has been appropriated by the 
social sciences (Henwood, 1996), this representation has some validity. However, as 
both Woolgar (1996) and Hammersley (19g6) suggest, this simple version of events does 
not do justice to the complexity of either the practice of the natural or the social sciences.
3.4 Pragmatism and Eclecticism
3.4.1 Referring to a number of studies from the perspective of the sociology of
science (Brannigan, 1981; Latour, 1988; Woolgar, 1988), Woolgar concludes
90
the main burden of research in social studies of science is that the 'received 
view' of science is at best inaccurate and at worst a positively misleading 
view of how science gets done. (Woolgar, 1996: 19)
In Woolgar's account, a realist ontology, although espoused in theory, is lacking 
in the practice of natural science. Science is conducted by groups of scientists working 
together in a pragmatic way. In the course of this process, they can be seen to 
comprise the constitution of the objects of their study in a series of changing social 
relations and pragmatic changes, both of equipment and method. Nor are the tools 
used neutral. In a memorable phrase Woolgar notes that '[Tjhe nuclear spectrometer 
is not a neutral 'black box' but the embodiment of some 20 years of physics research' 
(Woolgar, 1996: 15). The implication to be drawn from this is that the notion of 'tools', 
and within this description are included methodological tools, implies 'buying into' 
previous decisions about the nature of the object under study made by other 
communities of scientists.
Woolgar suggests that scientific knowledge is not determined by the actual 
character of the physical world, but by the 'social relations, beliefs and value systems 
that pertain within scientific communities' (Woolgar, 1996: 19). Discovery is seen as a 
matter of contingency and uncertainty, mediated by relationships between communities 
of scientists and, increasingly, by relationships between scientists and those institutions 
that fund science. Scientific knowledge, within this view, is seen as a social construct, 
in a technical sense that does not evaluate the validity of the truth of scientific 
knowledge. Scientific knowledge is considered as knowledge because of the social 
context in which it is produced. It was in this context that Woolgar was cited, in chapter 
two (section 2.4.6) as representative of the Piagetian view of knowledge creation as 
being a product of externalisation occurring within a relationship of co-operation.
Woolgar derives three conclusions from his discussion:
1) Science, as practised, is not 'scientific' in terms of received or canonical views 
of it. Thus choices between methodologies couched in terms of their relative 'scientific' 
merit should be approached with caution. The attempt by some sections of social 
science to emulate the methodology of the natural sciences may well be misguided as
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successful science 'rarely pursues the idealized form of scientific method.' (Woolgar, 
1996: 22).
2) Representation in science does not differ from representation in any other sphere 
of human activity. Both science and everyday life assume a realist ontology. The 
discourses behind both science and everyday life are 'organised to establish a rhetorical 
"distance" between the observer and the observed, and to establish the antecedence 
of the latter' (Woolgar, 1996:22). This, itself, is represented by Woolgar as an ideology 
of representation', of which the scientific version has been socially privileged.
With regard to quantitative and qualitative methods, both, from this point of view, 
are engaged in representation. This being the case, Woolgar (1996) contends 
epistemologically and methodologically, there is nothing to justify privileging either 
approach. The suggestion is made that quantitative methods have been privileged 
because they increase the rhetorical distance between the observer and the observed, 
thus supporting socially conceived moral order of what is proper and legitimate in 
different kinds of relations. 'Thus the moral order of representation [...] encourages and 
sustains the notion that, whereas we can 'find out about' electrons, they cannot do the 
same about us.' (Woolgar, 1996: 23).
3) If the problem of science relates, not to the methods that it employs, but to the 
assumptions made about the nature and ideology of representation and what is to be 
represented, then neither quantitative or qualitative methodologies hold sway over the 
other. Neither of them may be seen as a more reliable way of representing things 'as 
they really are'.
Behind the debate on the respective merits and disadvantages of quantitative or 
qualitative methodologies Woolgar argues that there lies a deeper epistemological 
problem regarding the manner in which the concept of science itself, as it is understood 
by both practitioners and laymen, relies upon an implicit realist ontology. From the 
constructivist position that Woolgar (1996) implies, a realist ontology is not tenable and 
urges a plague on both your houses’ be they quantitative or qualitative. What is taken 
from the discussion above is the notion that claims to greater scientific validity made by 
some proponents of quantitative methods, are founded on an idealised view of the 
manner in which science is practised and cannot be justified by appeals to the greater 
epistemological validity assumed to reside in such representations of science. The
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implications to be adduced from this are: 1) the production of science is considerably 
more pragmatic than the 'two paradigms' approach allows and, 2) that methodological 
eclecticism is not unwarranted, providing that it is recognised that both quantitative and 
qualitative methodologies rest upon debateable epistemological assumptions.
3.4.2 Hammersley (1996:160) maintains that it is the proponents of qualitative
research that tend to portray the relationship between quantitative and qualitative 
research methods as being akin to that between separate paradigms. He finds this 
distinction 'unhelpful', in that 'it does not accurately map the difference in method or in 
philosophical position that are actually to be found among researchers' (Hammersley, 
1996: 172-3). To assume two separate paradigms, is to assume an homogeneity and 
internal consistency between them. Such clear-cut distinctions are not found in practice. 
Hammersley is able to identify researchers espousing quantitative methodologies and 
using positivist methods, but basing these on idealist or phenomenal philosophies, and 
others espousing qualitative methods justified by appeals to realism (Hammersley, 1996: 
165). He notes, also, that the claim that quantitative methods are concerned with 
deductive or hypothetico-deductive reasoning, and that qualitative methods refer to 
inductivism is also ill-founded. Quantitative methods can be used for descriptive 
purposes, e.g. social surveys, and qualitative methods can be used for theory generation 
e.g. Glaser and Strauss (1967). Hammersley's point is that neither quantitative nor 
qualitative research is 'wedded exclusively to one position' (Hammersley, 1996: 166).
Hammersley is unequivocal in his support for an eclectic approach:
My discussion of the paradigm view of the relationship between qualitative 
and quantitative approaches implies that there might be a good deal to say 
for the opposing view, for the notion that these are simply different methods 
that are appropriate according to circumstance and purpose. What is being 
implied here is a form of methodological eclecticism; indeed, the 
combination of quantitative and qualitative methods is often proposed, on 
the ground that this promises to cancel out the respective weaknesses of 
each method' (Hammersley, 1996: 167. Italics in original text).
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According to Hammersley, an eclectic approach has the distinct advantage of 
emphasising the practical nature of research. The paradigm view imposes a restriction 
upon the researcher - philosophy first, methodology after. Hammersley (1996) 
maintains that the practicalities of research preclude such an approach, which, in any 
way, does not reflect the pragmatic manner in which research is actually conducted by 
practitioners.
Noting that methodological eclecticism has a long history in research in the social 
sciences, Hammersley (1996: 167) identifies at least three forms that it has taken:
1) Triangulation - where findings from quantitative and qualitative techniques are 
used as checks upon each other;
2) Facilitation - where one approach acts as a source of hypotheses or research 
strategies for the other;
3) Complementarity - where the two approaches provide different sorts of 
information that complement one another.
It is with the first and third of these strands that the methodology to be described 
in the following sections is most concerned.
3.4.3 Summary
This section has presented an argument that supports a pragmatic and eclectic 
approach to the choice of methods to be undertaken in research to be reported in this 
thesis. It has maintained that, although the central debate in research methodology is 
presented as an opposition of two competing paradigms, itself representing an 
opposition of quantitative and qualitative methods, this is an idealised version of the 
practicalities of actual research. An argument was presented in two parts. Following 
a presentation of the two purported paradigms, it was suggested that, in certain quarters 
the normative/realist position is represented as being somehow more 'scientific' than the 
nominalist/interpretive view. Studies from the sociology of science were considered 
which indicated that, in the practice of natural science, the typification of 
normative/realist methodologies was idealised and seldom, if ever, found. The practice 
of science is localised and pragmatic. Following on from this, it was argued that an 
eclectic approach to methodology held distinct advantages, not the least of which was 
the flexibility that it bestows with regard to the manner in which quantitative and
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qualitative mettiods can be used to compliment one and ottier. It was recognised that 
eclecticism is a compromise, which leaves unresolved the philosophical debates that 
underpin the methodological approaches and that this should not be forgotten. 
However, it was also recognised that if advances are to be made, then dogmatic 
allegiance to one or other of the philosophies involved will stultify, rather than engender, 
new developments. In the sections that follow, the practical Implications of this 
pragmatic and eclectic approach for the manner in which the research to be reported 
in this thesis will be examined in the context of the research questions.
3.5. The Research Questions.
Chapter Two concluded with a brief review of two studies undertaken by Kutnick 
and colleagues (Kutnick & Brees, 1982; Kutnick and Marshall, 1993), which investigated 
the effects of interventions derived from a developmentally based, socio-relational 
approach to the development of social skills. Both were small in scale, both 
demonstrated a positive effect for the programme. In the larger (with regard to the 
sample size) of the two investigations (Kutnick & Marshall, 1993) the methodology 
utilised was such to provide a basic framework for the current study. The format was 
quasi-experimental and methodologically triangulated, utilising both teacher reports and 
pupil observation. Prior to discussion of the advantages ofthe methodological approach 
described above, it is appropriate to comment upon the rationale behind the research 
that was undertaken and is reported here.
3.5.1 Framing the Research Question.
Chapter Two proposed that SST is predominantly undertaken within a 
behavioural context. In the discussion of the limitations of this approach, it was argued 
that there exists a lack of commonly agreed definition either of social sk/7/s or social 
competence. Ogilvie's (1994) review of some seventy-seven studies of SST was cited. 
The review concluded by noting that, although SST may be a necessary component in 
bringing about change, it may not always be sufficient (section 2.7.2). Indeed, Ogilvie's 
observation that '[A]s well as targeting the observed deficits in the child’s individual 
behaviour, attempts should also be made to restructure the social environment' (Ogilvie, 
1994: 81; section 2.7.2) was cited as being indicative of the limitations of the
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behavioural approach. The effect of SST, remedially targeted at individuals, can be 
confounded by the social context in which the trained skills have to operate. This 
criticism may also be interpreted to imply a socio-relational approach to SST has much 
to recommend it, as such an approach directs its attention to the social context in which 
social skills are in operation.
In her discussion of appropriate methods of evaluating behavioural SST methods, 
Ogilvie generated three basic criteria. She suggested that there should be a measure 
of the specific skill trained, in order to gauge improvement post-intervention and an 
impact measure to assess the social validity of the training. A further requirement was 
also noted, a measure of:
the generalisation of training effects - this includes measures which 
demonstrate generalisation across time (maintenance), across settings (e.g. 
at home as well as at school), across tasks (in naturalistic settings, as well 
as role-play) and across targets (i.e. where benefits are found in the 
behaviour of children who interacted with the target individual, but did not 
themselves receive training). (Ogilvie, 1994: 78)
These criteria are, in the main, pragmatic and transposable to other theoretical 
approaches to SST. They served well as a set of organising principles for the 
evaluation of the intervention to be undertaken in this report. However, some practical 
problems were presented by the generalisation criterion. These are confronted below.
Maintenance across time presented no problems, this was built into the study 
(and will be discussed in detail in section 3.5.2). Maintenance across settings e.g. at 
home as well as at school', did present problems. It was not be possible, within the 
framework of this particular study, to obtain data from the home environment. With 
regard to the criterion specifying 'generalisation across tasks (i.e. in natural settings as 
well as in role-play)', classroom and playground observations were undertaken. As the 
nature of the intervention was such that no specific skill was trained, the observations 
served primarily to triangulate data from other measures to be discussed below..
The last criterion, 'generalisation across subjects' was, in the opinion of this 
author, somewhat onerous, both on the recipient of the SST and on the efficacy of the
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behavioural modification attempted. Within the behavioural framework to which Ogilvie 
(1994) refers, this suggests that a target child is trained, by her own admission, to a 
level of behaviour that is currently ill-defined. Having achieved this level, the child is 
then expected to act as an exemplar for other children who are not judged in need of 
intervention. This, to such an extent, that others will model their behaviour on that of 
the target child. Whilst, in theory (perhaps, more In aspiration), it may be that such a 
result is possible, practical demonstration of it seemed extremely unlikely. For this 
reason, the criterion was set aside.
The Intervention tested was rather different from behavioural approaches to SST. 
It was a whole class intervention rather than an individualised approach. It utilised a 
sequence of relational exercises rather than train specific behaviours. Thus the criteria 
outlined by Ogilvie (1994) were somewhat modified, while still keeping to the basic 
themes. As no specific behaviour was trained, no measure was taken. However, the 
other criteria are appropriate and can be specified as;
1) an impact measure to assess the social validity of the training,
2) a measure of generalisation across tasks,
3) a measure across time.
As the theory behind the Intervention suggests the development of trust and 
dependency results in increased communication and co-operation, these criteria were 
operationalised as:
1) The Intervention would develop social sensitivity among individual pupils.
2) The Intervention would promote collaborative interaction between pupils.
3) Such effects (if found) would be apparent over time.
The rationale behind this will be discussed in section 3.7.
3.5.2 One further point needs to be made in the discussion of the rationale
behind the research questions. The design ofthe programme ordered the exercises in 
a particular temporal sequence. This was delineated by the theoretical vievj of the 
development of relationships outlined by Kutnick (1988) and discussed in some detail 
in section 2.9. It is the emphasis upon the development of trust and dependency that
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sets this approach aside from other socio-relational programmes. For this reason, two 
conditions of the Intervention were undertaken. In the first, a complete Intervention 
programme was undertaken. The effect of this was compared to a control class (a 
rationale for this will be presented in the next section). In the subsidiary condition, one 
class undertook the trust and dependency exercises, the other, the communication and 
problem solving exercises. The results from both classes were compared, the 
comparison yielding useful data concerning the effects of the various elements of the 
programme (again, a rationale for this will be presented in the following section).
In the light ofthe foregoing, the research questions and the broad framework of 
their operationalisation can now be formally stated:
1) The Intervention was based upon a hypothesis suggesting that trust and 
dependency underlie the development of social relationships. It proposes that, o n c e  
established, these relationships will enhance communication, which in its turn will result 
in improvements In collaborative problem solving.
2) In order to evaluate the effect of such an Intervention two conditions were run. In the 
first, a single class undertook the whole Intervention programme and its effects were 
compared to a control group which did not.
3) In the subsidiary condition, one class undertook only the trust and dependency 
exercises, another the communication and problem solving exercises. The results fcm 
the classes were compared.
4) In order to evaluate the effect of the programmes being tested, three basic criteria were 
proposed:
a) a measure of social validity operationalised as an increase in social sensitivity,
b) a measure of generalisabilty operationalised as an increase in co-operative 
behaviour,
c) a test of continuation of any effect over time.
Prior to developing a rationale and content for these specific tests, it is necessary 
to outline a rationale for the general framework within which the testing was undertaken. 
This will be done in the following section. Before undertaking that exercise, a few 
comments are in order regarding practical limitations acting upon this research.
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3.5.3 As has been noted above, Kutnick (Kutnick, 1988; Kutnick & Brees, 1982;
Kutnick & Marshall, 1993) suggests that the enhancement of trust and dependency 
among primary school classes will lead to greater communication between them. From 
a neo-Piagetian stance (e.g. Doise, 1990), Kutnick proposes that improved 
communication may lead to improvements in collaborative problem solving. In Chapter 
Two various socio-relational approaches to SST were overviewed. In the main, these 
followed the one group pre-test - post-test format (e.g. Wooster, 1990). No criticism 
is intended here. They were small scale investigatory interventions. Examples of such 
interventions using a quasi-experimental approach are rarer. One such example is that 
of Cowie et al. (1994), This was an E.S.R.C. funded project involving four main 
researchers and some ancillary help. It involved three schools, undertaking co­
operative group work (CGW) teaching, with non-CGW controls in two of them (see 
Cowie et al., 1994; 70-78 for a full rationale). The study benefitted from the use of an 
eclectic methodology. Among the methods and measures used were:- in service 
training in CGW, diary records, quantitative assessments, qualitative interview data from 
both pupils and teachers, and records of academic performance. The methodology in 
Cowie et al. (1994) provides a benchmark for studies such as the one undertaken here. 
The use of academic records (in this case results from annual reading and mathematics 
tests) is a useful outcome measure for the improved cognitive development that the 
socio-relational approach proposes as a result of its Interventions. The research to be 
reported here was limited by both time and resources. It was not practicably possible 
to investigate in the depth undertaken by Cowie et al., (1994). The Interventions that 
were undertaken were limited by the length of the terms in the school year and the 
degree of tolerance extended by head and class teachers to the researcher. It was not 
possible, therefore, within these limitations to undertake the Interventions proposed for 
longer than a ten-week period. In and of itself this did not invalidate the undertaking. 
It did, however, place limits on what could be effectively measured and monitored over 
the course of the studies. The main problem was the choice of a suitable outcome 
measure.
Ogilvie (1994. See section 3.6.1 above) maintains that, with regard to behavioural 
approaches, a specific measure of the trained skill is necessary in any evaluation. It 
was argued in the same section that, as the Intervention to be tested was a whole-class
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approach, no individual skills were to be trained and such a measure was, therefore, 
unnecessary. In absolute terms, that logic holds true. However, it could be argued 
(and, indeed in Chapter One, regarding the benefits of collaborative learning, it was 
argued) that the logic of the socio-relational approach suggests that enhanced social 
relationships in the classroom should lead to improved academic performance. Two 
points arose immediately and a third lay in the background. The first two points were 
whether or not a ten week intervention will allow enough time to generate improved 
academic performance, and 2) should this occur, how would it be measured, given that 
most standardised tests in operation in schools are annually administered? The third 
point was that the hypothesis to be tested did not directly relate to outcomes, rather it 
concentrated upon the effect of the systematic use of trust and dependency exercises 
as part of a socio-relational approach (as opposed to their ad hoc use in other studies).
It was this third point that decided the researcher on the problem of a suitable 
outcome measure. Rather than use a measure of academic achievement as a criterion 
of success, the research concentrated its focus upon the effects of the trust and 
dependency exercises and used a teacher evaluation by way of a check on any 
academic improvement that may occur as a result of the intervention. Details of the 
manner in which these tests will be undertaken will be given in section 3.7. The 
research thus sought to examine the manner in which the intervention affects 
relationships between the members of the classes undertaking it.
3.6 The Research Design.
Kerlinger notes:
Research design is the plan, structure and strategy of investigation conceived 
so as to obtain answers to research questions and to control variance. 
(Kerlinger, 1969: 300)
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This section will outline the means undertaken in an effort to achieve this end. 
In his discussion of the general design of pre- and post-test experimental groups, 
Kerlinger reminds the reader that:
... true experimentation requires at least two groups, one receiving an 
experimental treatment and one not receiving the treatment or receiving it in 
a different form. The true experiment requires the manipulation of at least 
one independent variable, the random assignment of subjects to groups, and 
the random assignment of treatments to groups. When one or more of these 
prerequisites is missing for one reason or another, we have a compromise 
design. (Kerlinger, 1969: 341. italics in original text)
The study was an evaluation of a programme designed around a theoretical
model of the development of social relationships. It was designed to enhance the
development of social relationships in a whole-class situation. Thus, randomisation of 
the subjects, as described by Kerlinger, was not possible, as a series of decisions 
concerning the structure of the classes has been made prior to the intervention and 
independently ofthe researcher. Randomisation of the treatment was possible. True' 
experimentation is rarely, if ever, possible in the social sciences. As Hammersley 
(1996: 163) notes, in a somewhat different context, but still equally applicable, 'What 
happens in a school classroom or on a court of law, for example, is no more natural 
than what goes on in a psychological laboratory'.
The essence of an experiment is the manipulation by the researcher of a 
variable - the independent variable, and the observation of the effect that this has on 
another variable(s) - the dependent variable(s). The independent variable in this 
research was the intervention programme, the dependent variables were the three 
criteria outlined above i.e.:
1) An increase in social sensitivity in individual pupils,
2) An increase in co-operative behaviour between the pupils,
3) The continuation of such changes over time.
The simplest research design to investigate the effect of the intervention is the 
'one group pre-test - post-test' model (Cohen and Manion, 1992:194). One class is
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exposed to the intervention and measurements of a number of variables are compared 
at pre- and post-test. As Hertz-Lazarowitz (1992; section 1.7) has pointed out, there 
are multi-dimensional factors in play in any classroom, which range from differences 
in physical layout to differences in the levels of social skill exhibited by pupils and by 
teachers. The one group pre-test - post-test design is incapable of accounting for any 
effect that these diverse influences may have. An experimental design using 
randomisation overcomes these shortcomings. Random assignment to two conditions, 
experimental and control, in theory, controls all possible independent variables. In 
practice, as both Cohen and Manion (1992) and Kerlinger (1969) make clear, the larger 
the number of subjects, the greater the control exercised. As has been noted, 
however, this research was undertaken in classrooms, where neither randomisation or 
increase in numbers was possible. A compromise design was, therefore, called for.
3.6.1 Cohen and Manion (1992: 198) refer to the type of compromise design
noted by Kerlinger above, as the 'quasi-experiment'. Quoting Campbell and Stanley 
(1963) they note that in this form of the experiment, investigators have control over the 
'who and to whom of measurement' but lack control over the 'when and to whom of 
exposure' - the randomisation Kerlinger notes as essential for the true' experiment. 
Cohen and Manion (1992: 198) express the format of the quasi-experiment 
diagrammatically thus:
Experimental 01 X 0 2
Control 0 3  0 4
In the above diagram:
X = the experimental variable or event, exposure to which is to be measured.
O = the process of observation or measurement.
The left to right sequence indicates a temporal order.
X's and O's in vertical order indicate simultaneous exposure.
The dashed line represents non-randomisation.
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The diagram thus represents simultaneous pre- and post-testing of non­
randomised quasi-experimental and control groups, which will be the format of main 
investigation. Fife-Schaw (1995) outlines three problems associated with quasi- 
experimental designs. Respectively, these are selection biases, selection/maturation 
interaction and statistical regression towards the mean.
a) Selection biases occur when there are reasons to suspect that the experimental 
group may be self selecting, e.g. in studies of 'alternative' therapeutic interventions, 
volunteers may seek out the intervention, and be motivated to give responses which 
show the 'success' of the treatment. With regard to the current study, the potential for 
such vested interests seemed unlikely.
b) Selection biases may be compounded by maturation. Fife-Schaw (1995) gives 
the example of a quasi-experimental design used to test the effects of peer-tutoring in 
computer skills. He notes the difficulties in obtaining true comparisons of the abilities 
of samples. He further notes how, especially with children as the sample, differing rates 
of maturation combined with differing abilities can skew the final result. Regarding the 
current study, the relatively short term nature of the intervention mitigated somewhat 
against the maturation effect. The triangulation of the results with teacher evaluations 
and sociometric measures also added some measure of control.
c) With regard to statistical regression to the mean, the samples involved in the 
current study constituted the whole of the year group in the school at the time of 
testing. At a pragmatic level, there could be no other control instituted here.
3.6.2 The subsidiary investigation was, however, limited to a one group pre-test
- post-test format. Pragmatic reasons supported this choice. The subsidiary 
intervention had two purposes:
1) To investigate the effect of the elements of the intervention.
2) To investigate the appropriateness of the intervention to a younger age group.
1) The intervention was derived from Kutnick (1988), who perceives the basis of
interactions between adults and children and peers as being located in mutual trust and 
dependency (see chapter three). As the first set of exercises in the intervention were 
designed to promote mutual trust and dependency, it seemed appropriate to have one
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group undergo these alone. Kutnick (1988) further contends that having established 
mutual trust and dependency, a resultant increase in communication follows. From a 
neo-Piagetian stance (e.g. Doise, 1990), Kutnick (1998) argues that improved 
communication can result in improvements in collaborative problem solving. An
investigation of the effects of the communication and problem solving exercises was 
thus justified, as such an intervention is typical of current interventions based in co­
operation and reported in Chapter Two.
2) A degree of dissent exists in the literature concerning the optimal age at which
interventions should be undertaken. For example, Aboud (1988) considers the middle- 
school years as potentially fruitful in tackling problems of social integration in the 
classroom. For this reason, the main intervention was carried out with a Year Three 
(eight years old) group. Other authors suggest even earlier intervention. Fountain 
notes:
Teachers [....] suggest that the nursery and infant years may be an optimal time 
for the development of [....] interpersonal skills; if such work is left for the junior 
years, teachers may be faced with the task of finding ways to help children "un­
learn" negative habits in their ways of relating to each other. (Fountain, 1990:
76)
As the main Intervention was carried out with a middle-school year group, it 
appeared appropriate to carry out the subsidiary Investigation with a younger age group, 
in order to gauge the effect that it might have with them and to see what light such an 
intervention might throw on the debate described above.
Ideally, a school with a three form intake would provide the opportunity for a 
quasi-experimental format for the subsidiary investigation. This would allow for two 
experimental groups and one control group. It was not possible to find such a school 
in the area covered by the Schools' Liaison Office at Roehampton Institute. 
Consequently, both the main and subsidiary Interventions were undertaken in two form 
intake schools. This presented no problem for the main Intervention, but somewhat 
compromised the subsidiary Intervention. Two options presented themselves here. On
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the one hand to privilege the quasi-experimental research design and to undertake the 
subsidiary intervention in two separate schools, thus allowing for an independent control 
group for each of the conditions. On the other, to weigh against this the advantages to 
be gained by keeping the subsidiary intervention in one school and in a single year 
intake from the same catchment area. In the event, the latter of the two options was 
chosen as it was felt that the advantages of comparing two relatively homogenous 
groups within the same school (see appendix two) outweighed the increased 
methodological rigour provided by option one with its attendant risk of differing 
populations.
3.7 The Measuring Devices.
Section 3.4.1. suggested that a methodologically eclectic approach holds distinct 
advantages over a paradigm driven approach. In particular, mention was made of the 
opportunities that an eclectic methodology allows for the use of both quantitative and 
qualitative data to both to triangulate and to complement one another. These two 
elements are, of course, interrelated. Triangulation, defined by Cohen and Manion 
(1992: 269) as 'the use of two or more methods of data collection in the study of some 
aspect of human behaviour", allows checks to be made on the data collected from the 
differing methods it employs. Thus data from sociometric measures can be checked 
against observational findings concerning friendships, for example. At the same time, 
the two methods may well complement one another in the sense that the data from 
sociometric measures may indicate relationships that observation might over look.
A number of studies of SST have been reviewed and reported in the literature 
review (see sections 2.7.1-3 and 2.8.1-6). The range of methodologies employed in 
them is diverse. Of these studies, three were influential in informing the choice of 
measuring devices used in this study. They are Kutnick and Brees (1982), Kutnick and 
Marshall (1993) and Cowie et al.(1994). All three have used eclectic and triangulated 
methodologies. A detailed description of the manner In which these studies have guided 
the choice of methodology will be given in the following section, for the moment a brief 
outline will suffice. The Kutnick studies provided the basis for the intervention itself and 
a general approach to the investigation. In particular, Kutnick and Brees (1982) 
suggested the use of projective techniques for measuring co-operative awareness.
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Kutnick and Marshall (1993) suggested and gave guide lines for the use of a teacher 
questionnaire. The Cowie study (Cowie et al., 1994) has been considered as a 
benchmark for methodology in studies of co-operative group work; from this study the 
sociometric tests were derived. To repeat, there were three outcomes hypothesised 
from the research questions (section 3.5.1):
1) The programme will develop social sensitivity in individual pupils,
2) The programme will promote collaborative interaction between pupils,
3) Any such changes will be maintained over time.
The following sections describe how measurement of these outcomes was 
operationalised.
3.7.1. Social sensitivity.
Compared to cognition, social sensitivity, in the broad context of empathetic 
awareness of another’s emotional state, is an area which has received relatively scant 
attention in the developmental literature (Harris, 1997). Interest in the area is 
developing, in particular, with regard to competing 'theories of mind' (Astington, Harris 
and Olsen, 1988; Fodor, 1987). The questions debated here relate to the nature of the 
Childs' concept of mental life as theoretical constructs, and the nature of its' origins as 
inherent or acquired. Harris (1997) suggests that neither is the case. Children do not 
need to postulate theoretical mental constructs, such as beliefs and desires, to others 
as they have their own and can report upon them from as early as twenty-four months 
(Dunn, 1988,1993). Again, predictions concerning other's reactions are made by virtue 
of imagination rather than by recourse to a set of generalisations linking:
beliefs, desires emotions and actions [....] Specifically, children can imagine 
the beliefs and desires that other people may have, even if they themselves 
do not share them. They can then use such make-believe premises to reach 
new conclusions (Dias and Harris, 1988). (Harris, 1997:3)
It is the concept of imagination that is of interest here. For Harris (1997), 
empathy is linked to imagination. His research has shown how children of six years of 
age can deliberately engage in imaginative empathy and distance themselves from the
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situations that arouse it, in this case listening to a story, by telling themselves that it was 
'only a story' (Meerum Terwogt, Schene and Harris, 1986; Harris, 1997: 73). The 
strategies used in the process of distancing are claimed by Harris (1997: 74) to be 
'almost identical' to those used by adults (Koriat, Melkman, Averill and Lazarus, 1972).
The link made by Harris (1997) between empathy and imagination, and the 
possibilities of this for deriving a measure for social sensitivity alerted this researcher 
to the approach taken by Kutnick and Brees (1982). As has already been noted (2.9.4), 
the authors used two simple Thematic Apperception Tests (Atkinson, 1958, cited in 
Hammond, 1995). These projective techniques involved two cartoons, each depicting 
a situation In which a child is positioned as an outsider to a separate group of children. 
In one picture, a play situation was depicted, in the other, the children were talking to 
one another. Kutnick and Brees (1982) presented each of the pictures, in turn, to their 
respondents and asked them two basic questions. In effect, these were:
'If you were in the group, how would you treat the outsider?'
'If you were the outsider, how would you react to the group?'
The ordering of the questions was systematically varied to avoid interviewer bias 
and the questions were repeated at post-test. Analysis of the changes in scores was 
one indicator of the effect of the intervention.
In the current study, a variation of this procedure was used. Two similar pictures, 
both with an outsider looking on at a separate group were obtained. In one of the 
situations, the outsider looks on to a group of eight children playing a game. In the
other, three children appear to be engaged in a picnic while an outsider looks on
(copies of these pictures appear in Appendix Eight). The interview schedule was, 
however, extended. Harris' (1997) work, as reported above, prompted this researcher 
to enquire of the children their reasons for their answers. As the final interview 
schedule emerged from the pilot work done for the study, it is perhaps, appropriate to 
refer briefly to this now.
3.7.2 Piloting.
The Intervention programme was piloted fourtimes, with two different age groups 
in two different schools. In the first of these, the piloting was 'piggy backed' on research
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in a secondary comprehensive school in an inner South London Borough undertaken 
by the University of Greenwich. The interest of the Greenwich team was the manner 
in which social cohesion in the classroom could be enhanced. For this researcher, the 
pilot offered the opportunity of practising the exercises with older children (Years Seven 
and Nine) and obtaining feedback from their experience. The feedback indicated that, 
whilst some of the exercises needed modification with regard to the somewhat older 
ages of those pupils that undertook them, in principle, the programme held together as 
a coherent whole. During the course of this pilot, selected students were shown the two 
pictures and their responses recorded.
Three types of interview schedule (structured, semi-structured and unstructured), 
were tested (Patton, 1987). During these tests, Breakwell's summary of the problems 
involved in interviewing children were constantly held in mind:
The chief hazards, in interviewing children, can be summarised: the 
tendency to say 'yes'; the tendency to say 'don't know'; susceptibility to 
distraction; literal-mindedness; different priorities; egocentricity; the urge to 
prompt; feedback loops; and recording problems. (Breakwell, 1995: 238)
With the permission of the interviewees, all the interviews were audio-taped, th us 
covering the last of the problems indicated above. The risk of feedback loops, i.e. of 
one respondent telling another what went on in their interview, thus, potentially, 
contaminating or priming their answers appears somewhat intractable in school based 
research, especially where one or two classes only are used (Breakwell, 1995; Cohen 
and Manion, 1992). In every interview undertaken at this point ofthe pilot process, and 
indeed in all subsequent interviews undertaken, the necessity of privacy was explained 
to each interviewee and each was asked for their help in maintaining it. There can be 
no certain way of knowing the extent to which these requests were heeded. At no 
point, in any of the interviews subsequently undertaken were references made by any 
child to interviews held with other children. While this, in and of itself, does not 
guarantee that the interviews were not discussed by the children among themselves, 
the variety of answers to the questions in the final interview schedule encourages this 
researcher to believe that no systematic feed-back loops were set in train.
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The remaining problems outlined by Breakwell (1995) and instances of them in 
the answers gained in the first pilot, all lead the researcher to the conclusion that the 
semi-structured interview format was best suited to the current project. The structured 
format left little room for improvisation or supplementary questions (Cohen and Manion, 
1992). If a question was misunderstood by a respondent, the misapprehension quite 
often did not show up until the question was asked for the second time when viewing 
the second picture. In its turn, this meant that the answers gained in the first ’half were 
possibly all unsound and based upon misunderstanding. This led to some considerable 
waste of time. The unstructured format, containing guide questions only, proved 
inappropriate for the Year Seven children, although it was better handled by those in 
Year Nine. The basic problem was the unstructured nature of the questioning and the 
demands this placed on the skill of the child in developing an answer. While some Year 
Seven children were capable of sustaining a coherent narrative, the majority were not 
and many expressed their confusion. As the main research was to be undertaken with 
children younger than these, it was decided that the semi-structured interview was the 
best compromise, allowing as it does, the flexibility to probe, check understanding and 
explore individual differences in response (Patton, 1987).
3.7.3 The second pilot was undertaken in a primary school in South West
London. Here the pilot tested the programme with the two year groups that would 
undertake the final study. Years One and Three. Time constraints precluded a full ten- 
week test in the second school. In the event, only eight sessions were run due to the 
approach of a school holiday. The feed-back from debriefing sessions (see 2.8.5), with 
both the pupils undertaking the programme and their class teachers, supported the view 
of the researcher, that the programme was viable with these age groups and enjoyed 
by the participants.
During the course of this second pilot, trial interviews were undertaken with a 
sample of pupils from both years. These pupils were in the same age group as would 
be those in the main study. The initial sample (some 20% of the total - six pupils from 
each year) were shown the pictures and were engaged in a relatively unstructured 
interview. Whilst some direct questions were asked, e.g. 'What do you think is going 
on here?' and 'If you were the insider/outsider, what do you think you might do in a
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similar situation? , the primary aim of these exploratory interviews was to determine 
what general sense the participants made of the interview situation. The point of this 
was to try to determine whether interviews were, at all, an appropriate instrument for 
children in these age groups. All the children interviewed responded well to the 
questions asked (in the sense that they replied to them where they did understand and 
sought clarification where they did not) and from an analysis of their responses it was 
possible to derive the first formal semi-structured framework. This was piloted with a 
further sample of approximately 20% of other pupils in the two classes.
The final order of questions and the manner in which the questions were asked 
was derived from an analysis ofthe answers given to this second set of pilot interviews. 
The selected children were asked for their help in the project and were seen separately 
in a work bay in a quiet corridor outside of their classroom. They were informed that 
the researcher was trying to compile a questionnaire 'to find out more about what we 
have been doing in class these past few weeks' and that some of their classmates had 
already helped in the first stages. They were then asked if they would co-operate in 
testing the questionnaire out'. There were no refusals and it is fair to say that all the 
children seemed, at least moderately, enthusiastic. The Interviews were audio-taped 
and where they wanted to, children were encouraged to listen to segments of the 
interview to hear their own voices. Immediately after the interview, there follov^ed a 
feed-back session. The children were asked such questions as 'what did you think 
about it?', 'did it all make sense?' 'were there any questions that were difficult?' etc. In 
the main, there appeared no major problems with understanding the task or interpreting 
the meaning of the questions. On two occasions, with the younger of the classes, it 
became apparent that there was some confusion in their minds regarding the placement 
of the Questions 6 & 8 (as they appear in the final order listed below). These questions 
were asked along-side one another in the pilot and it was apparent from the answers 
given by these two children that they thought the same question was being asked of 
them twice. The questions were then separated and the order of questions as given 
below was finalised. A final check with some ten per cent of the children in each class 
was undertaken. Had there been more time available, a larger sample would have 
been selected, but the end of term was immanent and the fact that only two of the 
younger children in the second sample indicated possible difficulties with understanding
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the questions as they had been posed indicated that the final revision was sufficient. 
There were no major problems with the final sample. During the pilot period tentative 
coding frameworks were developed which were held back for comparison with the 
actual interview results. On completion of the piloting, the Schools' Liaison Officer at 
the researcher's institution was asked to find a school as similar as possible to the 
school in which the second piloting had taken place as a site for the main intervention 
study. The questionnaire format was retained, unchanged, for both this and the 
subsidiary study.
3.7.4 The Interview Schedule.
In the form used in this research, the basic format of Kutnick and Brees (1982) 
questions was extended to the following nine questions. Although there were some 
exceptions, the questions were normally asked in the order they are listed below. The 
questions were not necessarily asked in the manner which, for the sake of brevity, they 
are here expressed, although the intention of these meanings was clearly made. Again, 
for the sake of brevity, details ofthe procedure used in gathering the interview data, and 
ofthe typology derived from the transcribed interviews are given in Appendix Two. The 
questions asked were:
1) What do you think is going on here?
2) Is the outsider being excluded by others, or excluding themselves? Why do you think 
this is?
3) What do you think the outsider is feeling?
4) What do you think the outsider can do about it?
4a) If the child made mention of seeing or talking to a teacher, they were asked what they 
wanted the teacher to do.
5) Have you ever been in a similar situation? i.e. Have you ever been excluded, by your 
peers, from a social/play setting? If the answer given was 'yes', then the following 
supplementary questions were asked:
5a) How did you feel?
5b) What did you do about it?
5c) If the child made mention of seeing or talking to a teacher, they were asked what they
wanted the teacher to do.
I l l
6) If you were on the inside of the group, playing, and you looked up and saw a child on
the outside who looked like they wanted to join in what would you do?
6a) If the child made mention of seeing or talking to a teacher, they were asked what they 
wanted the teacher to do.
7) Why would you do this?
8) If you were on the outside of a group of children who were playing a game and you felt
that you wanted to join in, what would you do?
8a) If the child made mention of seeing or talking to a teacher, they were asked what they 
wanted the teacher to do.
9) Why would you do this?
In common with the other measures used in the research, interviews were 
conducted at pre-test and at post-test.
3.7.5 Collaborative Interaction.
The Intervention programme was designed to enhance the opportunity for peer 
interaction in a semi-structured environment. Pilot studies of various forms of the 
Intervention (see section 3.8.2.) indicated that, at the very least, each member of the 
class has the opportunity to interact with all the other members ofthe class. Whether 
this leads to greater collaboration between class members outside of the Intervention 
situation was investigated in the following manner.
Data on changes in collaborative interaction were obtained from two main 
sources: teachers' evaluations and measurements of liking. Teachers were asked to 
complete a modified version of the teacher evaluation schedule devised by Osborn and 
Millbank (1987:273-276). Their original study was concerned with the long term effects 
of pre-schooling. A signal study in its time, the teacher evaluation questionnaire 
remains one of the most comprehensive available. It comprises some 60 questions 
arranged in seven sections. It also provided a model of effective questionnaire design 
and has the advantage of prior testing regarding validity and reliability. In its original 
form, its range far exceeded what was required for the study undertaken here. It also 
took a considerable amount of time to fill in, which fact was forcibly brought home to the 
researcher during an initial pilot study by a teacher who refused to countenance filling 
in thirty-two copies of it, claiming, quite correctly, it demanded too much of her time.
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Accordingly, the original version was edited and modified into to eleven items, arranged 
in four sections (A copy of the questionnaire is presented in Appendix Three):
1) A single question relating to the teacher's assessment of the child's general 
ability,
2) Four questions relating to the child’s general behaviour in class, their levels of 
amicability, talkativeness, concentration and degree of attention paid to the teacher,.
3) Two questions relating to their perceived ability to work in groups and the degree 
to which they worked in a solitary manner,
4) Four questions relating to the child's level of self-reliance and their level of co­
operativeness.
The modified version took, on average, two minutes to complete. As the co­
operation of the teacher was essential for this exercise, such a revision was thought to 
be justified. The questions were marked on a seven point scale. Statistical analyses 
of changes in pre- and post-test marks were undertaken and the results obtained are 
presented in Chapter Four.
3.7.6 Liking.
The choice ofthe liking measurement was influenced by Cowie et al. (1994) who 
used a similar measure. The work undertaken in this study overlapped the current 
research as it too was concerned with the potential of co-operative group work. Cowie's 
study had as its emphasis the potential for CGW  to reduce the incidence of bullying and 
the promotion of ethnic integration. An indication of its scope and methodology was 
given in 3.5.1. The liking measure used a 'head and shoulders' photograph of each 
child in the class. In the format used in this study, each child was be asked to identify 
the photograph of every other member of their class. They were then be asked to 'post' 
each of the photographs into one of three boxes. These were marked with 'smiley 
face' icons; positive, neutral or negative. The icons related to whether the child liked the 
photographed child 'a lot', 'did not really know them’ or liked them not at all'. These 
ratings were then be scored, 3,2,1 respectively, from which total and average liking 
scores, both given and received were calculated. This procedure was undertaken at 
both pre- and post-test. The subsequent statistical treatment of these scores will be 
discussed in Chapter Four.
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3.7.6.1 A further test used by Cowie et al. (1994) was adapted for use in this 
study. The test derives from work undertaken by Coie et al.(1982). This study has 
been influential in studies of peer acceptance in as much as it was the first to 
investigate not only patterns of liking, but patterns of dislike. By so doing, the authors 
were able to expand the level of information to be gained from the target population. 
Each child was asked to nominate the three classmates they like the most’, and 
three that they like the least'. From these data, Coie et al.(1982) were able to obtain 
six types of sociometric status which in practice are usually collapsed into five. 
Respectively, the types are popular, rejected, neglected, controversial, average/other. 
Popular children receive many 'like' nominations and few 'dislike'. Rejected children 
receive few 'like' and many 'dislike', neglected children few of either. Controversial 
children receive many of both and average children, an average number of both. The 
restricted sample size in this study precluded the possibility of undertaking the multi­
variate analyses that Coie et al. (1982) used to arrive at a baseline for their 
categorisations. However, nominations were collected and a simple computation using 
the class nomination average was undertaken to give some indication of sociometric 
category. As with the other two measures discussed above, this procedure was 
conducted both at pre- and post-test.
3.7.7. The third criterion indicated in section 3.6.2 was that any effect of the Intervention 
should apply overtime. This was, in principle, a relatively simple exercise to conduct - 
a follow-up study conducted some time after the end of the intervention. For this 
researcher, the length of time was somewhat problematic. Behavioural studies of SST  
reported in 2.7.2 allowed a period of, on average, six weeks from post-test to follow-up 
(e.g. Mize & Ladd, 1990; Biermann & Furman, 1984). Practical considerations extended 
this period for the current research.
1) At the outset, it was decided that only the main Intervention should be followed 
up. The subsidiary investigation was undertaken to examine the separate effects ofthe 
two main elements of the Intervention, not the Intervention as a whole.
2) The main Intervention was undertaken over the course of a spring-term and for 
the first few weeks of the summer term. By the time post-intervention data had been
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collected, the summer break was rapidly approaching. An OFSTED inspection of the 
school prevented any further contact during the remaining weeks ofthe summer term.
3) It was therefore decided to extend the follow-up period to six months, rather than 
six weeks. The consideration here was that if the Intervention was to have any tangible 
effect on the children undertaking it, this effect should still be noticeable after an 
extended period.
4) With regard to the follow-up study, this presented some problems with the 
outcome measures used in the evaluation. It was not possible to use the teacher 
evaluation. By the time of follow-up, the children had progressed into another year and 
had other teachers. (Specific problems were associated with the teacher questionnaire 
and the main intervention group. These are discussed in full in section 4.9)
5) The fact that the children were in different classes by the time of the follow-up 
also precluded the use of the liking measure. It was considered to be too confusing 
for the children to ask them to cast their minds back to previous relationships with other 
children no longer in their class.
6) Both of these omissions were unavoidable and, of course, compromised the 
follow-up study. Whilst data obtained from the interviews at follow-up thus lacked the 
support of the other measures triangulating it (as was possible at pre- and post-test), 
and could be affected by the maturation process described by Fife-Schaw (1995- 
section 3.6.1), the data gathered from these interviews was considered to be far too 
important a measure to be ignored. The interview procedure was, therefore, carried out 
at follow-up.
7) Both year groups were asked at post-intervention (and the main intervention 
group again at follow-up) a short series qf questions which enabled them to give feed­
back on their experience and evaluation of the interventions they undertook. The 
results of these are presented in Chapters Five and Six and are discussed in Chapter 
Seven.
3.8 Other Issues.
3.8.1) Classroom and playground observations were undertaken in both schools 
throughout the study. Guidance for the techniques used was obtained from Pellegrini
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(1996). Scan sampling, 'observing separate individuals and recording their behaviour 
instantaneously.' (Pellegrini, 1996:89) was the predominant observational technique. 
This had the advantage of allowing several 'scans' to be aggregated to give a reliable 
picture of what given individuals were doing and with whom they were doing it in a 
particular period of time. This technique was supplemented by continuous observations 
of a target individual over short periods, usually no more than two minutes. The 
combination of the two techniques allowed for observation of individual behaviours and 
the context and result of their occurrence.
3.8.2) Ethics. Throughout the study the Ethical Guidelines for Research: Roehampton 
Institute were followed. Parental permission was obtained for inclusion in the 
intervention. Headteachers, staff and children were all fully briefed on the nature of the 
study. During the course ofthe study regular feedback sessions were held. A debriefing 
session was undertaken at the end of the study. Privacy was respected throughout, 
and in order to protect this, all names used in subsequent chapters are pseudonyms
3.9 Procedure.
The two schools participating in the research were contacted via the Schools 
Liaison Office at the Roehampton Institute. A full description of the schools is given in 
Appendix Two. For the purposes of this chapter it is sufficient to note that both schools 
were located in the same Outer London borough. The Main Intervention (with a Year 
Three group) was undertaken in a school situated in the south-western corner of the 
borough, at its borders with one of the Home Counties. Garden Street School' was 
situated in the middle of a council estate and had a role of some four hundred and sixty 
pupils. There was relatively little ethnic diversity within the school whose pupils were 
drawn from the surrounding estate. Although the school authorities were unwilling to 
given details of the socio-economic backgrounds of the pupils it was clearly apparent 
that they were from primarily working-class backgrounds.
The class which undertook the Main Intervention study comprised twenty-four 
pupils at the onset of the study. Two of these left early on in the course of the 
Intervention, leaving twenty-two pupils who undertook the complete course. Of these,
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three (13.6%) were designated by their class teacher as having Special Educational 
Needs. None were state me nted.
The Control class comprised twenty-two pupils at the beginning of the 
Intervention, two of these leaving the school soon after its commencement. Of the 
twenty pupils in the Control Group, five (25%) were rated by their teacher as having 
Special Educational Needs. Again, none were state me nted.
The subsidiary investigation was undertaken in a school at the north-easter end 
of the Borough on the borders of an Inner London borough. The school role 
approached eight hundred and fifty pupils. The school was situated in an area of high 
ethnic diversity and this was represented in the school's intake. Some forty percent of 
the pupils were from Asian backgrounds the remainder being, roughly, equally divided 
between white and Afro-Caribbean backgrounds.
The two First Year classes each undertook one segment of the Intervention. At 
'Rilldale School', Class 1A undertook the Affect Exercises and Class 1C the 
Communication and Problem Solving Exercises. In Class 1A, twenty-seven pupils 
participated throughout the Intervention. Twelve (45%) of these were rated by their 
teacher as SEN., two were statemented. In Class 1C, twenty-five pupils participated. 
Eight (32%) were teacher rated as SEN and, again, two were 'statemented'.
The following time-line describes the manner in which the research proceeded. 
Garden St. details in plain type-face, Rilldale details in /ta//c type-face.:
November'96 Initial contact with Headteacher and Year Three staff. Decision
regarding allocation to Intervention and Control groups.
December'96 Quantitative data collection. Pre-intervention interviews undertaken.
Manual transcription of Interview data. Initial analysis of quantitative data. 
January '97 Intervention with Class 31. Classroom/playground observations. Manual
transcription of Interview data.
February '97 Intervention with Class 31. Half-term.
Initial contact with Headteacher and Year One staff. Allocation into 
intervention groups agreed.
March '97 Intervention with Class 31.
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Quantitative data collected. Pre-intervention interviews undertaken.
Easter Holiday - last week in March and first two weeks in April. Manual transcription of Rilldale 
pre-intervention interviews. Initial analysis of Rilldale qualitative data.
April '97 Intervention with Class 31.
Intervention with Classes 1A and 1C.
May '97 Final intervention sessions with Class 31. Post intervention quantitative
data collection.
Final intervention sessions with Classes 1A and 1C.
June '97 Post-intervention interview data collected. Manual transcription of
Interview data throughout June and July.
Post-intervention quantitative and interview data collected. Manual 
transcription o f Interview data throughout June and July..
Summer recess - receipt of typed transcripts of post-intervention interviews. Coding and 
allocation to typology. Post-intervention quantitative data analysed.
November '97 Follow-up interview data collected and manually transcribed.
Full details of the exercises used in the Intervention sessions are given in Appendix 
Seven. A brief description of them is given below. Details of the content of each of the
sessions and representative comments from the Field Diary kept during the course of both
interventions are given in Appendix Six, Garden St. and Appendix Five, Rilldale.
3.10 In Chapter Two (2.9.4) the basic format of the Intervention, derived from the work 
of Kutnick and Brees (1982) and Kutnick and Marshall (1993) was described. Three 
types of exercise were used in these investigations; affect and sensitivity, 
communication and problem solving. The choice of exercise and their order in the 
Intervention was chosen to reflect the development of relationships outlined by Kutnick 
(1988). In a manner similar to that undertaken by Kutnick (Kutnick and Brees, 1982; 
Kutnick and Marshall, 1993) the programme of exercises used in this research was 
devised to be 'spiral' in nature; the various exercises were repeated over time in order 
to familiarise the children with the various components. The emphasis given to each 
ofthe components varied during the course of the Intervention. In the early stages, the
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affect and sensitivity exercises were to the fore. In the mid-section the communication 
exercises were pre-dominant and in the latter stages the problem-solving exercises 
were most used. In any one session all three types of exercise were employed.
A brief description of the exercises used in the Interventions undertaken in this 
research is now given:
3.10.1 Affect and Sensitivity Exercises.
Blindfold Walk. Children work in pairs. One 'leads’ the other is guided. Both 
children to undertake each role in the course of a session. Roles can be assigned or, 
preferably, chosen by the children.
Circle-sitting. Children stand closely together in a tight circle. At a given
signal the children sit-down on the knees of the child behind them. When successful, 
the circle of sitting children will remain upright for a designated time period. This period 
can be increased as the children become more competent at the exercise.
Face-patting. Paired children stand face-to-face. With closed eyes they
gently feel their partners face, neck and hair with their finger tips.
Following. Paired children stand behind each other - about three feet
apart. The child in front is instructed to move slowly engaging in any odd bodily
movement that takes their fancy. The child behind mimics these movements. Roles 
are reversed after a while.
Low-lifts. Done in groups of five to seven children. One child lays on
the floor. One of the remaining children supports the head of the supine child, the 
others the torso and limbs. The child is gently lifted from the floor, no more then six 
inches to one foot. Each child in the group has a turn at being lifted.
Mirroring. A variation of 'following'. In this exercise, children stand
facing each other, again separated by about three feet. A simple 'script' is given, drawn 
from everyday life. Instructions such as - wake up, yawn, clean teeth, pour cereal and
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eat etc, are given. One child initiates the other 'mirrors'. Roles reversed at a suitable 
point.
See-saws. Children stand facing one another, gripping each others’
wrists. They then wedge their feet together. With practice the children can 
simultaneously lower their bodies into a crouching position and then 'see-saw' back to 
the upright.
Smiling As children move slowly around the room, they are
instructed, when they come across another child, to pause look each other in the eye 
and smile slowly. In the early stages this can cause great self-consciousness, but as 
time goes on, the exercise becomes a good measure of the integration in the group.
3.10.2 Communication Exercises.
Co-operative letters. Pairs of children are asked to communicate with each
other to make simple letter shapes with their bodies. As the children get more 
competent, two pairs can be combined to make simple words. 'Bee' and 'Dog' gave 
great enjoyment.
Guided Fantasy. Derived from Hall et al. (1990), this is a whole-class exercise.
The class is instructed to sit quietly at their desks, to close their eyes and to listen to 
the scripted fantasy which last some five minutes. Forms a useful basis for pair or 
plenary group work and co-operative drawing exercises.
How not to listen. From Leech and Wooster (1986). Undertaken in groups of 
three. Two children engage in conversation. The third child attempts to deliver a 
message and is studiously ignored by the others. At debrief issues such as being 
ignored and ignoring others are explored.
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I was frightened when.... (or I was happy when...) Paired children are asked 
to discuss what it is that frightens them. The pairs then form groups of four and then 
to a plenary session.
Three things. Pairs of children are asked to tell their partner three things
that they did during a given time period, i.e. from the end of the school day until going 
to bed. They then check to see how accurately these were remembered.
Voting. A useful exercise in the early stages of the Intervention. The whole 
group sits in a circle and a series of relatively simple questions regarding everyday life 
are asked, e.g.'who has a pet?' 'who has cereal for breakfast?' etc. The children vote 
by putting up their hands if their answer is 'yes'. Each child is instructed to make note 
of as many of the others saying 'yes' as they can remember. Children are then paired 
for discussion.
3.10.3 Problem-solving exercises.
As these take longer than the other forms of exercise only three were used 
during the Interventions.
Co-operative drawing. In version one, the children are paired off and given 
one piece of paper and two pencils. They are asked to co-operate in making a drawing 
on a topic either chosen by themselves or inspired from a guided fantasy theme. In the 
second version, children are given a sheet of paper and only one pencil.
Modified Co-operative Squares. Taken from Fountain (1990). Children are 
given a number of pre-cut pieces of card, which when put together will make a square. 
The chidren may talk with one another but may only obtain a piece that they need by 
discarding those pieces that they do not need into a central pile in the middle of the 
table. Afterwards the discussion centres upon such topics as frustration, anger, pride 
in completion etc.
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Unmodified Co-operative Squares. The same exercise as above but with no
talking.
3.11 Summary.
3.11.1 The chapter has presented a review of the paradigm approach to 
methodology as it is presented in the literature.
3.11.2 It has suggested that the paradigm approach, while having some heuristic 
value, is limited in its practical value as it oversimplifies the manner in which social 
science is actually practised.
3.11.3 Evidence was presented that encouraged methodological eclecticism. An 
eclectic approach was utilised in the study undertaken.
3.11.4 A rationale was developed for the quasi-experimental, methodologically 
triangulated format of the current study.
3.11.5 Three outcome measures were developed form the theory behind the 
intervention, and the method of their implementation, in the current study was described.
3.11 6 A time-line of the order of events involved in the research was presented. 
3.11.7 Brief details of the schools and children participating in the Interventions 
were given as were simple outlines of the exercises undertaken.
In the Chapters that follow, the results obtained from the study are presented. 
Chapter Four details the quantitative analysis. Chapters Five and Six present the data, 
and its treatment, obtained from the interviews. These results are discussed in Chapter 
Seven.
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Chapter Four. Analysis of the Quantitative Data.
4.1 Introduction.
As was reported in Chapter Three (3.8.2), in line with the Ethical Guidelines for 
Research of Roehampton Institute, all names in this and subsequent chapters are 
pseudonyms.
Brief details of the schools and classes that took part in the two Interventions are 
given in Chapter Three (3.9) A more detailed description may be found in Appendix 
Two.. The main Intervention was carried out at 'Garden Street' school with a total of 
42 pupils from Year Three. The subsidiary Intervention was carried out at 'Rilldale' 
school with 52 Year One pupils participating. In this and the subsequent chapters. 
Class 31 at Garden St was the main Intervention group and Class 3C the Control. With 
regard to Rilldale, Class 1A undertook the trust and dependency exercises and Class 
1C the communication and problem solving exercises. This chapter details the results 
derived from the quantitative measures: the 'Liking* measure and the Teacher 
Questionnaire.
4.2 Two quantitative measures were used in the research. Respectively they were 
a measure of Liking and a Teacher Questionnaire.
4.2.1 Liking.
Each child was shown a head and shoulders photograph of the other members 
of their class and was asked to rate them as to whether they liked the child shown in 
the photograph, 'a lot', 'didn’t really know them' or did not like them'. The procedure 
used to elicit this information was the same both at Rilldale and Garden Street schools 
and was used both at pre- and post-intervention. Potentially, formal collection of data 
can be stressful for relatively young children. In order to reduce any such possibility, 
pupils were paired and seen two at a time. To preserve confidentiality, they were 
seated facing away from one another. In order to provide additional privacy, the 
children were asked to indicate their assessments by 'posting' the photographs in three 
boxes marked with 'smiley face' icons indicating pleasure (smile), neutrality (straight 
line) and displeasure (inverted smile). The ratings were scored three, two and one 
respectively. Two sets of calculations allowed mean and gross liking scores to be
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computed in terms of ratings given and ratings received for each child. The gross given 
and received totals were further broken down into 'like', 'don’t know’ and 'don't like' totals 
for each child. Thus, each batch of tests undertaken on these data comprised ten 
separate measures:
Test 1) Average score given.
Test 2) Average score received.
Test 3) Total score given.
Test 4) Total score received.
Although these four measures were considered the most directly relevant, further 
detail was obtained from 
Test 5) Total 'like' score given.
Test 6) Total 'don't like' score given.
Test 7) Total 'don't know' score given.
Test 8) Total 'like' score received.
Test 9) Total 'don't like' score received.
Test 10) Total 'don't know' score received.
4.2.2 The Teacher Questionnaire
This was an eleven item questionnaire, each item being marked upon a seven 
point scale. The format of the questionnaire was derived from Osborn and Millbank's 
(1987) 'Educational Questionnaire', specifically edited and modified for the purposes of 
this research. As the researcher was dependent upon the goodwill of the teachers for 
this exercise, the questionnaire was relatively short. It was designed to cover the major 
behavioural points relevant to the study in a manner that took the minimum time for the 
teacher to complete. The questions were arranged in four categories which have been 
described in 3.7.5. As previously noted, copies of the questionnaire can be found in 
Appendix Three.
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4.3 The Quantitative Tests.
4.3.1 The data collected in the Liking measurement were considered to be ordinal. 
That is to say that, although a putative interval exists between the categories 'like', 'don't 
know' and 'don't like', it is impossible to allot a standard ratio of difference, the defining 
characteristic of interval data (Siegel, 1956: 26), to these distinctions. Only three 
assumptions may properly be made about the data collected in the Liking 
measurements. The first is that differences indicate a relation of equivalence, i.e. 'the 
members of any one subclass must be equivalent in the property being scaled' (Siegel, 
1956: 23). Thus the assumption is made that 'liking', as a subset, can effectively be 
differentiated from 'not liking' and 'not knowing' and that these differences, however they 
are interpreted by the respondents, are seen as differences.
The second assumption made is that there is also a relation of 'greater than (>)' 
between the differences. To ensure this, as was noted earlier, the artifice of differential 
weighting of the categories (three for 'like', two for 'don't know' and one for 'don't like'), 
was employed. The justification for this is provided by Siegel:
a transformation which does not change the order of the classes is 
completely admissible because /t does not involve any loss o f Information.
Any or all the numbers applied to classes in an ordinal scale may be 
changed in any fashion that does not alter the ordering (ranking) of the 
objects. (Siegel, 1956: 25. Italics in original text.)
The third assumption made about these data is that there exists a continuum 
underlying the observed scores. Whilst.the observed scores fall into discrete 
categories, there Is a continuum of possible responses within the categories. Thus, 
whilst some of the 'like' nominations may represent liking at the level of 'best 
friendship', other 'like' nominations may indicate no more than a general feeling of 
amity. Similar reasoning applies to both the other categories. Although this assumption 
may reasonably be made, the instrument used to measure the differences lacks the 
sensitivity to measure such small gradations, hence their being subsumed into a 
general set.
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The data collected by the Liking measure were therefore considered ordinal and 
were analysed using non para metric statistics. Two nonparametric tests were used for 
the bulk of the data in this category. As the intervention groups constituted related 
samples at pre-and post-test, the Wilcoxon Matched Pairs Signed Rank Test was used 
to indicate differences within the same group, between conditions. However, each of 
the intervention groups were subject to different conditions which rendered them 
independent samples. Mann-Whitney 1/Tests were used to investigate the differences 
between these independent samples. This test was also used to test for possible 
gender effects. In order to investigate possible age effects, the Kruskal-Wallis One- 
Way Analysis of Variance by Ranks was employed as a final test.
The data collected from the Teachers' Questionnaire were also treated as non­
parametric. Other researchers (e.g. Kutnick and Marshall, 1993) have treated data 
derived from similar questionnaires as interval based. Here the issue is whether the 
points on the seven point interval scale employed in the questionnaire actually 
represent the arithmetic intervals required for interval status. Siegel (1956) presents 
a very strong case supportive of the argument that most data collected in behavioural 
science fail to reach a true interval scale:
Most behavioural scientists aspire to create interval scales, and on infrequent 
occasions they succeed. Usually, however, what is taken for success comes 
because of the untested assumptions that the scale maker is willing to make. One 
frequent assumption is that the variable being scaled is normally distributed in the 
individuals being tested. Having made this assumption, the scale maker manipulates 
the units of the scale until the assumed normal distribution is recovered from the 
individuals' scores. This procedure, of course, is only as good as the intuition of the 
investigator when he hits upon the distribution to assume. (Siegel, 1956: 27. Italics 
in original text)
On the other hand, it is the case that much (if not most) statistical testing used 
in psychological research assumes the data to be interval scaled and uses parametric 
tests to analyse it. It is beyond the remit of this report to enter into debate upon this 
point. The researcher was not persuaded that true interval status was achieved by the
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data collected from the questionnaire and, accordingly, nonparametric tests seemed 
most apposite. As was the case with the Liking data, Wilcoxon tests were used to 
determine differences between pre-and post-intervention questionnaire responses and 
Mann-Whitney U tests were used to consider differences between the responses of the 
class teachers at both pre- and post-intervention. For reasons that will be explained 
in full in a later section, it was only possible to collect data from the Third Year 
Intervention groups' teacher. No comparison between the Third Year groups was 
therefore possible.
4.4 The Results.
Table 4.1, presented below, indicates the results of the Wilcoxon Matched-Pairs 
Signed Ranks Tests for all four groups comparing liking scores at pre- and post-test. 
Ten such tests were undertaken, reflecting the ten data sets reported above.
4.4.1 Interpretation.
To reiterate; the scores were weighted. Three for 'like', two for don't know' and 
one for 'don't like'. Increases in scores therefore indicate an increase in liking; 
deceases in scores, a decrease in liking. There are instances, all of them non­
significant, where an increase in usage of the 'don't know' category, rather than the 
'like' category, resulted in an increase in total or average scores. Where this occurred, 
it was interpreted as an increase in liking. The rationale for this was that a move away 
from active use of the 'don't like' category was a positive indication. As the results 
below show, such increases in the use of the 'don't know' category were, at most, 
marginal.
Class 31. Garden Street School. Class 31. The Main Intervention Group.
In the first batch of tests undertaken on the Intervention Group's scores on the 
above measurements, significant results were obtained in the following tests:
Test 2) (Average score received = Significant, p = 0.0258, z =-.5000). Indication: 
the children were liked less in terms of the average scores received from their 
classmates.
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Table 4.1 Results of Wilcoxon Matched-Pairs Signed Ranks Tests for all four groups. (In all cases 
the value of p is two-tailed.) First row in each cell = values for mean ranks. In each case, first value 
= post-test score less than pre-test, second value = post-test greater than pre-test.
Test 1. 
Ave. score 
given.
12.05 & 12.88 
(z = -.5000. 
p = .6171)
12.25 & 10.23 
(z = -.6083. 
p = .5430)
11.10 & 15.81 
(z = -3.5030 
p = .0005)
6.75 & 13.54. 
(z --4 .0091 .
p = .0001.
Test 2. 
Ave. score 
received.
13.41 & 10 29 
(z = -2.2286. 
p = .0258)
13.78 & 5.42 
(z = -3 0518. 
p = .0023)
7.60 & 16.00 
(z = -3-7573.
p = .0002)
;10 60 & 13.60 
(z = -2.9463. 
p =  .0032)
Test 3.
Total score given.
12.61 & 11.06 
(z = -1.1710 
p = .2416)
11.25 & 9.50 
(z = -3.0239. 
p = .0025)
11.36 & 15.07 
(z = -1.2826. 
p = .1996)
9.69 & 13.91 
(z = -2.0714. 
p = .0383)
Test 4. 
Total score 
received.
13.11 &5.75  
<2 = -3.9571.
p = 0001)
.12.45 & 2.00 
<z -  -4.1364,
p = 0000)
12.89 & 13.82 
(z = -1.5112. 
p = .1307)
8.83 & 13.12 
(z = -2.5853. 
p = .0097)
Test 5. 
Total 'like' score 
given.
11.81 &8.07  
(z = -1.8106. 
p = .0702)
.11 91 & 5.71 
(z = -1.9815. 
p = .0475)
10.90 & 13.64 
(z = -1.1714. 
p = .2414)
13.50 & 11.47 
(z = -1.7337. 
p = .0830)
Test 6.
Total 'D'like' score 
given.
10.75 & 8.05 
(z = -.5681. 
p = .5700)
11.50 & 8.23 
(z = -.2178. 
p = .8276)
.14.53 & 10.71 
(z = -2.5525 
p = .0107)
15.86 & 8.46 
(z = -1.1101. 
p = .2669)
Test 7. 
Total 'DK' score 
given.
9.78 & 13.43 
(z = -1.5207. 
p = .1283)
10.61 & 8.39 
(z =-.4355. 
p = .6632)
13.23 & 12.82 
(z = -.4574. 
p = .6474)
9.09 & 10.14 
(z = -.6315. 
p = .5277)
Test 8. 
Total 'like' score 
rec'd.
.11.97 & 6.88 
(z = -3.0587.
p = .0022)
12.71 &3.83  
(z = -3.7335
p =.0002)
12.25 & 12.68 
(z = -.7857. 
p = .4320)
9.09 & 14.67 
(z = -1.1558. 
p = .2478)
Test 9.
Total 'D'like' score 
rec'd.
9.56 & 11.13 
(z = -1.0640. 
p = .2873)
8.86 & 8.22 
(z = -.3103. 
p = .7564)
13 87 & 12.50 
(z = -2.2350. 
p = .0254)
12.23 & 10.44 
(z = -1.0551. 
p = .2914)
Test 10. 
Total 'DK' score 
rec'd.
11.65 & 12.27 
(z = -6539. 
p = .5132)
9.96 & 12.69 
(z = -.4866. 
p = .6265)
13.79 & 11.97 
(z = -1.5286. 
p = .1264)
11.64 & 9.71 
(z = -1.6510. 1 
p = .0987) 1
Key. DK = dont know. Shaded cells = significant difference. Non-shaded cells = no significant difference.
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Test 4) (Total score received = Significant, p = .0001, z = -3.9571) Indication;
as with the average received scores, the children in 31 received significantly lower 
levels of liking post-intervention. This was the intervention group and the result is 
counter to expectation. In twenty-two out of twenty-five cases the received total was 
diminished.
Test 8) (Total 'like' score received = Significant, p = 0.0022 z = -3.0587).
Indication: the majority of children received less like scores post-intervention, to a 
statistically significant degree. (This is in line with the trend indicated by the average 
'like' received scores - test two.) Again, this is counter to expectation.
Whilst not in themselves significant, the results from the following tests are 
indicative of trends supporting the results shown above:
Test 5) (Total 'like' score given = N/S) Whilst 'like' scores diminished, the
differences were not significant. However, a clear trend (toward significance at the 
0.05 level, p = 0.0702) is indicated, indicating less usage of the 'like' category.
Test 7) (Total 'don't know’ score given = N/S). A greater number of 'don't know' 
scores was indicated. Whilst not significant in itself, this combined with the n/s increase 
in the don't like' scores, accounts for the change in the given marks total. Clearly the 
children in Class 31 became more discriminating during the course of the Intervention 
in terms of the liking marks they gave.
Overall, these results indicate that, during the course of the Intervention, the 
children in Class 31 became more discriminating in their use of the 'like' category. 
There were no significant differences in either the average or the total scores given. 
However, significant differences exist in the average and total scores received. The 
analysis of the given scores' totals (total 'like', total 'don't like' and total 'don't know') 
revealed no significant differences. Nonetheless, the total 'like' scores given tended 
toward significance (p = .0702), indicating a clear trend away from awarding 'like' 
nominations by the end of the intervention. Similarly, while there were no significant 
changes in the totals for the 'don't like' and 'don't know' categories, the 'don't know' 
category (p = .1283) indicated an increase in usage. In terms of the scores given, the
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data indicate a near significant decrease in the use of the 'like' category, increasing use 
of the don't know’ category and no significant change in the 'don't like' category, in 
short, the given scores’ data indicate increasing discrimination by the pupils in the main 
Intervention group in their reported liking of their classmates.
The picture given by the data is made clearer when the received scores are re­
considered. A significant difference appears in the average received score (p = .0258) 
which is emphasised in the very significant difference appearing in the total received 
score (p = 0.001). The analysis of the constituent totals in the received category clearly 
indicates a significant reduction in 'like' nominations received (p = .0022). As with the 
given scores, changes in the 'don't like' and 'don't know' categories fail to reach 
significant levels. The trends indicate an increasing use of the 'don't like' category (p 
= .2873) whilst the don't know' category remains relatively stable (p = .5132). As 
would be expected from the analysis of the given scores, the received scores analysis 
indicates a significant reduction in the use of the 'like' category and a trend toward 
greater use of the 'don't like' category. Whilst not exactly similar to the results of the 
given scores, the received score analysis clearly reflects Class 31's greater 
discrimination in using the 'like' category.
These findings are interpreted to mean that, over the course of the Intervention, 
the members of Class 31, whilst not necessarily disliking each other more, became 
much more discriminating in their use of 'like' nominations and less at ease with one 
another.
Class 3C. Garden Street School. Class 3C. The Control Group. .
Significant results were obtained in the following instances:
Test 2) (Average score received. Significant p = 0.0023, z = -3.0518) Indication; 
the children in Class 3C liked each other significantly less at the end of the Intervention 
period. This finding is similar to that in Class 31.
Test 3) (Total score given. Significant p = 0.0025, z = -3.0239) Indication: the 
children in Class 3C were less inclined to like their classmates at the end of the 
Intervention period. The control group gave significantly less scores indicating a 
diminished liking of their classmates over the period of the Intervention.
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Test 4) (Total score received. Significant, p = 0.0000, z = -4.1364) Indication:
The children in 3C liked each other less by the end of the intervention period to a very 
significant degree. This finding reflects those given in Tests 2 and 3, above.
Test 5) (Total 'like' score given. Significant p = 0.0475, z = -1.9815) indication:
during the course of the Intervention the control group liked each other less and gave 
less like' nominations accordingly.
Test 8) (Total 'like' score received. Significant p = 0.0002, z = -3.7335)
Indication: children in Class 3C received significantly less 'like' scores during the
course of the Intervention. This result reflects the finding in Test 5.
The analysis of the data collected from the control group. Class 3C, is somewhat 
more emphatic than that from the intervention group. Class 31. Significant differences 
in the use of 'like' nominations were detected in five of the ten tests employed. In 
terms of the given scores, differences in the average score given pre- to post­
intervention, were non-significant. However, there was a very significant difference in 
the total score given and a significant difference in the total 'like' score given, indicating 
considerably less usage of the like' category. The received score data reflected these 
findings. The average received score and total received score both differed very 
significantly from pre- to post-intervention. Similarly, the total 'like' score received also 
differed very significantly. There were no significant differences in the given or 
received score totals for the categories 'don't like' and 'don't know'. The indication here 
is that the members of Class 3 0  were, very significantly, less inclined to give 'like' 
nominations to their classmates and, consequently, received less 'like' nominations. 
In short, while the members of Class 3C cannot be said to have disliked each other 
more, they emphatically liked each other less by the end of the Intervention. These 
results ernphasise and magnify the similar finding in Class 31.
4.4.2. Summary - Results from Classes 31 and 3C.
The results in both Intervention and Control groups of the Year Three classes 
indicate that, during the course of the Intervention, both classes liked their classmates 
less by the end of the period. The Intervention group, Class 31, indicated this by 
significant differences in the average received score, the total received score and the
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total 'like' score received. Although non-significant, there were changes in the 
remaining tests that mirrored the direction of the significant changes, notably in the 
total given score, which tended toward significance. However, the main change in 
emphasis remained with the received scores.
In the case of Class 3C, the same trend was indicated but with significant 
differences in the average received score, the total score given, the total received 
score, the total 'like' given score and the total like' received score. This is to say there 
were significant differences in five of the ten tests operated. It is not unreasonable to 
conclude from these findings that both groups appear to have liked each other less 
over the course of the Intervention.
4.4.3 Class 1A. Rilldale School. Affect (Trust and Dependency exercise) Group.
Both classes at Rilldale School constituted Intervention groups. Class 1A 
underwent the Trust and Dependency exercises and Class 1C undertook the 
Communication and Problem-solving exercises. Class 1A results will be reported first. 
The sequence of tests also replicates the order presented in the main Intervention 
group report. The results presented here are tabulated in Table 4.1.
Test 1) (Average score given. Significant, p = 0.0005, z = -3.5030). Indication: the
children in Class 1A were more inclined to like one another after the Intervention. The 
test result shows a significant increase in the average score given by the children in 
Class 1 A, pre- to post-intervention. As the scores are weighted, an increase in the 
average given score indicates an increase in liking.
Test 2) (Average score received. Significant, p = 0.0002, z = -3.7573). Indication;
the children in Class 1A were liked more by their peers after the Intervention. The test 
result indicates a significant increase in the average score received by the children in 
Class 1A, pre- to post-intervention.
Test 6) (Total 'don't like' score given. Significant, p = 0.0107, z = -2.5525).
Indication: over the course of the Intervention, the children in Class 1A disliked each
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other less. The test result indicates a significant reduction in the "don't like' responses 
given by the children in Class 1A.
Test 9) (Total 'don't like' score received. Significant, p = 0.0254, z = -2.2350). 
Indication: at the end of the Intervention the children in Class 1A were disliked less 
by their classmates. Over the course of the Intervention there was a significant 
diminution in the number of 'don't like' nominations received by the children in Class 
1A.
The results of this series of tests indicates that, over the course of the 
Intervention, the children in Class 1A indicated greater liking for one another with 
regard to their average given and received scores, although this was not the case for 
the totals scores. On closer analysis of the actual score given in each of the 'like', 
'don't like' and 'don't know' categories, the tests indicate a significant reduction in the 
use of the 'don't like' category both given and received. This trend is also reflected in 
the increased use of the 'don't know' category, although not to a significant extent.
4.4,4 Class 1C. Rilldale School. Communication and Problem Solving Exercises 
Group
Test 1) (Average score given. Significant, p = 0.0001, z = -4.0091). Indication:
the children in Class 1C liked each other more after the Intervention. To a very 
significant degree, the children in Class 1C gave higher average scores pre- to post­
intervention.
Test 2) (Average score received. Significant, p = 0.0032, z = -2.9483).
Indication: the children in Class 1C were liked more by their peers after the 
Intervention. Again, and also to a very significant degree, the children in Class 1C 
received higher average scores pre- to post-intervention.
Test 3) (Total score given. Significant, p = 0.0383, z = -2.0714). Indication: the
children in Class 1C liked each other more after the Intervention. The test result 
indicates the children in Class 1C gave significantly greater total scores at post­
intervention.
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Test 4) (Total score received. Significant, p = 0.0097, z = -2.5853). Indication: 
the children in Class 1C vyere more liked by their peers at the end of the Intervention. 
The test result indicates that the children in Class 1C received significantly greater total 
scores than they did at pre-intervention.
The analysis of average scores, given and received, indicates that the children 
in Class 1C liked each other significantly more at post-intervention, a finding similar to 
that for Class 1A.
4.4.5 Summary - Results of Classes 1A and 1C.
The results in both Year One Intervention groups indicate an increase in liking 
over the course of the Intervention. Class 1A indicated this increase with regard to 
their average given and received scores, although not with respect to their total given 
and received scores. The analysis by category of score indicated significant reductions 
in the use of the don't like’ category, both given and received. Whilst not significant 
a similar trend was discernible in the use of the don't know' score received category.
The results from Class 1C are similar. The average scores, given and received, 
indicate a significant increase in liking over the course of the Intervention. Significant 
increases in the total scores given and received were also found.
The results from Classes 1A and 1C indicating an increase in liking over the 
course of the Intervention are in contrast to those results obtained from Classes 31 and 
3C, where the results indicated a diminution in liking over the course of the 
Intervention. Furthermore, the results obtained from Class 3C indicated a greater 
diminution in liking than in Class 31. Reasons for the differences will be addressed in 
the Discussion.
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4.5 Differences Between the Groups
The Mann-Whitney U Test was used to determine whether, at pre-test, in the 
case of the Year Three study, the Intervention and Control groups and, in the case of 
the Year One study, both Intervention groups, were drawn from the same population. 
The tests were conducted using the same format as the Wilcoxon test series, i.e. the 
same ten tests were conducted in the same order as those outlined above. However, 
as the Mann-Whitney test is designed to indicate differences between independent 
samples and the samples were tested at both pre- and post-intervention, the Mann- 
Whitney tests were performed upon data collected at both these times. Table 4.2, see 
below, presents the results, for all four groups, collected from this series of tests.
4.5.1 Pre-Intervention Scores. Classes 31 and 3C.
Table 4.2 shows that none of the ten tests in this series were significant, or even 
approached significance. (The lowest value obtained for p was .2758, - Test 3, total 
score given.) The assumption can therefore be made that the two groups were drawn 
from an homogenous population, i.e. that the Intervention and Control groups, at pre­
intervention testing, were similar.
4.5.2 Post-Intervention Scores. Classes 31 and 3C.
In this series, two results achieved significance; Test 3, total score given and 
Test 4, total score received.
Test 3) Comparison of total score given; Intervention and Control groups.
(Significant, p = 0.0018, z = -3.1228). The Intervention group differed 
significantly from the Control group with regard to the total score given. In the 
Wilcoxon series, the comparable test (i.e. Test 3, total score given) indicated no 
significant difference in Class 31 and a significant difference in Class 3C. The results 
of the Mann-Whitney Test conducted here reinforces these results. It confirms that 
during the course of the Intervention the members of the Intervention group were 
significantly more inclined to indicate their liking for the other members of their class 
than did the Control group.
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Table 4.2 Results of Mann-Whitney U Tests for all four groups.
(In all cases the value of p is two-tailed) First row in each cell = values for mean ranks. 
In each case, first value = post-test score less tan pre-test, second value = post-test greater than pre­
test.
Class 31/30. 
Pre-test
Class 3I/3C. 
Post-test
Class 1A/1C. 
Pre-test
Class 1A/1C Post­
test.
Test 1. Average 
Score Given.
24.32 & 22.75 
(z = -.3960. 
p = .6921)
22.92 & 21.20 
(z = -.4509. 
p = .6520)
23.87 & 31.13 
(z = -1.6991. 
p = .0893)
21.89 & 30.63 
(z = -2 0975. 
p = .0359)
Test 2. 
Average Score Rec.
24.05 & 23.00 
(z = -.2640. 
p = .7918)
21.02 & 22.85 
(z = -.4753. 
p = .6345)
23.17 & 29.83 
(z = -1.5841. 
p = .1132)
27.63 & 23.19 
(z = -1.0792. 
p = .2805)
Test 3.
Total Score Given.
21.25 & 25.56 
(z = -1.0898. 
p = .2758)
15 60 & 27.57 
(z = -.3.1228.
p = .0018)
24.96 & 30.04 
(z = -1.1888. 
p = .2345)
23.98 & 29.22 
(z = -1.2512. 
p = .2109)
Test 4. 
Total Score 
Received.
21.57 & 25.27 
(z = -.9360. 
p = .3493)
15.27 & 31 04 
(z = -3 9855.
p = .0001)
24.69 & 28.31 
(z = -.8611. 
p = .3892)
30.52 & 22.48 
(z = -1.9156. 
p = .0554)
Test 5. 
Total 'Like' 
Score Given.
21.34 & 25.48 
(z = -1.0474. 
p = .2949)
19.42 & 24.24 
(z = -1.2607. 
p = .2074)
26.96 & 28.04 
(z = -.2529. 
p = .8003)
24.33 & 28.84 
(z = -1.0760. 
p = .2819)
Test 6. 
Total 'D'Like' 
Score Given
25.61 & 21.56 
(z = -1.0297. 
p = .3031)
24.42 & 19.89 
(z = -1.1879. 
p = .2349)
34.09 & 20.91 
(z = -3.0960. 
p = .0020)
28.90 & 22.98 
(z = -1.4354. 
p =  .1512)
Test 7. 
Total 'DK* 
Given.
23.84 & 23.19 
(z = -.1655.
p = .8686)
20.95 & 22.91 
(z = -.5139. 
p = .6073)
24.81 & 30.19 
(z = -1.2622. 
p = .2069)
26.39 & 26.68 
(z -.0554. 
p = .9558)
Test 8. 
Total 'Like' 
Received.
22.36 & 24.54 
(z = -.5516. 
p = .5812)
19.86 & 26.83 
(z = -1.7673. 
p = .0772)
27.27 & 25.73 
(z = -.3671. 
p = .7136)
27.29 & 25.71 
(z = -.3776. 
p = .7057)
Test 9. 
Total 'D'Like' 
Received.
25.64 & 21.54 
(z = -.1.0447. 
p = .2962)
26.07 & 21.15 
(z = -1.2543. 
p = .2097)
30.88 & 22.12 
(z = -2.0958. 
p = .0361)
28.42 & 24.58 
(z = -.9208. 
p = .3571)
Test 10. 
Total 'DK' 
Received.
24.34 & 22.73 
(z = -.4101. 
p = .6817)
22.39 & 24.52 
(z = -.5418. 
p = .5880)
23.77 & 29.23 
(z = -1.3096. 
p = .1903)
29.63 & 23.37 
(z = -1.5071. 
p = .1318) ,
Key. DK = dont know. Shaded cells = significant difference. Non-shaded cells = no significant difference.
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Test 4) Comparison of total score received; Intervention and Control Groups.
Significant, p = 0.0001. z = -3.9855) The Intervention group, Class 31, 
differed significantly from the Control group. Class 3C, with regard to the total score 
received.
In the Wilcoxon series, both Intervention and Control groups showed significant 
differences between pre- and post-intervention in the levels of total score received (For 
31, p = .0001; for 3C, p = .0000). The Mann-Whitney Test undertaken here reflects 
these differences and indicates the level of diminution of total score received was 
significantly greater in the Control group. Although both groups appear to have liked 
each other less over the course of the Intervention, the decrease in liking in the Control 
group was, to a significant degree, more in evidence than in the Intervention group.
All the other results in this series were non-significant. The only other test result 
to approach significance was that of Test 8, the total 'like' score received (p = .0772), 
indicating a trend towards a significant difference between the groups, the Control 
group receiving less 'like' scores than the Intervention group.
In all, this series of tests reflects the trends shown in the Wilcoxon series 
examining the differences between conditions, although not quite so dramatically. 
There were significant differences in the rate of diminution of total score given and total 
score received. These differences indicate that level of change was significantly 
greater for the Control group than for the Intervention group.
4.5.3 Pre-Intervention Scores. Classes 1A and 1C.
Comparisons between Classes 1A and 1C indicated no significant differences 
between the groups except for Tests 6 and 9, the given and received 'don't like' scores. 
Test 6) (Total 'don't like' score given. Significant, p = 0.0020, z = -3 .0960) The 
children in Class 1A gave significantly more don't like' scores than their classmates in 
Class 1C.
Test 9) (Total 'don't like' score received. Significant, p = 0.0361, z = -2.0969). 
The children in Class 1A received significantly more 'don't like' scores than their 
classmates in Class 1C.
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4.5.4 Post-Intervention Tests. Classes 1A and 1C.
Comparisons between Classes 1A and 1C indicated no significant differences 
between the groups except for Test 1, average score given..
Test 1) (Average score given. Significant, p = 0.0359, z = -2.0975) Children in 
C la s s ic  gave significantly greater average scores than their classmates in Class 1A.
This finding was a reflection of the results of the same test in the pre­
intervention series. Here, the result was non-significant (p = .0893) but the trend was 
toward significance. In both tests the children in Class 1C gave higher average marks, 
although it was only at post-intervention that this reached a significant difference with 
regard to Class 1A. At post-test, the children in Class 1C indicated their liking for their 
classmates significantly more than those in 1A.
In the post-intervention series, one further test warrants comment. The results 
of Test 4, (total score received) were very close to significance in favour of Class 1A, 
the Affect group (p = .0554, z = -1.9156,). At pre-intervention. Class 1A gave and 
received significantly greater don't like’ scores than did Class 1C. The almost 
significant difference between the Classes shown in this result is indicative of the 
degree to which Class 1A used the don’t like’ category less at post-intervention and 
its effect on the total score received.
4.5.5 Summary of the Results of the Mann-Whitney Tests for Classes 1A and 1C.
In summary, the Mann-Whitney series of tests, at pre-intervention, indicated very
little difference between the two Intervention classes, except for the finding that Class 
1A gave and received significantly greater 'don't like' scores. This difference was 
eliminated by post-intervention, indicating a substantial 'catching up' by the affect 
group. This effect was similar to the equivalent tests in the Wilcoxon Series, Test 6 
showing a significant reduction in 'don't like' scores given and Test 9, 'don't like' scores 
received, a similar significant reduction.
At post-intervention, the groups again differed very little. Class 1C differed 
significantly from Class 1A in the average score it gave. This finding was also similar 
to the Wilcoxon series, where the average score given was significantly improved at
Vàs
post-intervention, indicating that the children in Class 1C greatly increased their liking 
for one and other.
Both classes, therefore, can be seen to have improved their relationships with 
one another at post-intervention. The relative lack of differences between the classes 
indicated by the Mann-Whitney tests point to a conclusion that the Interventions 
affected both groups, but in different ways. In Class 1A, the Intervention served to 
reduce the level of dislike between the pupils. In Class 1C, the Intervention served to 
increase the level of liking between the pupils, at least as far as the given scores were 
concerned. It is of course possible that these results might represent different 
measures of the same thing.
[With regard to the Wilcoxon Series, the reduction in 'don't like' scores, in Class 
1A, was reflected in the results of Tests 6 and 9, discussed above. Similarly, the 
increase in the average score given, indicated by the Mann-Whitney Test 1, was similar 
to that of the Wilcoxon Tests 1 ,2  and 3. (Average given score, average received score 
and total given score.]
4.6 Gender Effects.
A series of Mann-Whitney U Tests was undertaken to investigate the possibility 
of differences between the groups as a result of gender. Table 4.3, below, 
summarises the findings.
4.6.1 Classes 31 and 3C. Garden Street School. Pre-intervention.
The Mann-Whitney series of tests were performed in the same order as the 
previous test series, only two proved significant.
Test 1) Average score given. Significant, (p = .0312, z = -2.1540) With regard 
to the average score given, there were significant differences between the girls and the 
boys. The test indicates that girls gave higher average scores than boys.
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Table 4.3 Results of Mann-Whitney U Tests of Gender Difference between the Classes.
(In all cases the values of p are two-tailed) First row in each cell = values for mean ranks. In each case, 
first value = female, second value = male. (Data was not available for analyses of the Don’t Know categories, either given or 
received. Given the 'Dont Know results In other tests, it is unlikely that these results would have been significant.)
Class3l/3C Pre-test Class 31/30 Post-test Glass 1A/1C Pretest Class 1 A/1 C Posttest
Test 1.
Ave score given.
27.07 & 18.42. 
(z = -2.1540 
p = .0312)
22.39 & 21.34 
(z = -.2641. 
p = .7917)
26.27 & 28.48 
(z = -5146
p = .6068)
26.57 & 25.54 
(z = -.2464. 
p = .8054)
Test 2.
Ave score rec'd.
26.28 & 19.55 
(z =-1.6742. 
p = .0941)
22.63 & 20.94 
(z = -.4276. 
p = .6689)
28.84 & 24.78 
(z = -.9545. 
p = .3398)
26.86 & 24.52 
(z = -.5610. 
p = .5748)
Test 3.
Total score given.
26.89 & 18.68 
(z = -2.0437 
p = .0410)
21.93 & 22.13 
(z = -.0504. 
p = .9598)
27.17 & 27.77 
(z = -.1397 
p = .8889)
26.00 & 26.90 
(z = -.2129. 
p = .8314)
Test 4.
Total score rec'd.
25.67 & 20.42 
(z =-1.3071. 
p=.1912)
24.35 & 22.29 
(z = -.5138. 
p = .6074)
28.43 & 25.08 
(z = -.7880. 
p = .4307)
26.07 & 26.82 
(z = -.1762.
p = .8601)
Test 5. 
Total 'like' 
score given.
26.22 & 19.63 
(z = -1.6442.
p = .1001)
22.37 & 21.38 
(z = -.2526.
p = .8006)
23.54 & 30.67 
(z = -1.6674. 
p = .0954)
25.33 & 27.43 
(z = -.4996. 
p = .6174)
Test 6.
Total 'D'like' score 
given.
21.70 & 26.05 
(z = -1.0896 
p= .2759)
22.76 & 20.72 
(z = -.5181. 
p = .6004)
26.56 & 28.25 
(z = -.3938. 
p = .6937)
25.52 & 26.36 
(z = -.2015. 
p = .8403)
Test 7. 
Total 'DK' score 
given.
23.19 & 23.95 
(z = -.1903. 
p = .8491)
20.50 & 24.53 
(z = -1.0227. 
p = .3064)
Data not available. Data not available.
Test 8.
Total 'like' score 
rec'd.
26.22 & 19.63 
(z = -1.6454. 
p = .0999)
24.17 & 22.55 
(z = -.4034.
p =^6866)
28.09 & 25.33 
(z = -.6501. 
p = .5156)
28.11 & 25.32 
(z = -.6618. 
p = .5081)
Test 9.
Total 'D'like' score 
rec'd.
21.52 & 26.32 
(z = -1.2064 
p = .2276)
20.02 & 28.45 
(z = -2.1171. 
p = .0342)
23.80 & 28.48 
(z = -1,1070. 
p = .2683)
28.50 & 25.03 
(z = -.8201. 
p =  .4122)
Test 10. 
Total 'DK' score 
rec'd.
n/s
(z = -1.2256. 
p = .2203)
23.17 & 23.97 
(z = -.2019. 
p = .8400.
Data not available. Data not available.
Key. DK = Dont Know. Shaded cells = significant difference. Non-shaded cells = no significant difference.
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Test 3) Total score given. Significant (p = .0410, z = -2.0437.)
With regard to the total score given there were significant differences between 
the boys and the girls. The test indicates that the girls gave higher total scores than 
the boys.
None of the other tests indicated a significant difference. The analysis of the 
distribution of 'like', don't like' and 'don't know' scores reflected a trend of difference 
favouring the girls, indicating that they gave and received more 'like' nominations than 
the boys, but not to a significant degree (Total 'like' score given, p = .1001; total 'like' 
score received, p = .0999)
4.6.2 Classes 31 and 3 0 . Garden Street School. Post-Intervention.
In this series, none of the results were significant except that of Test 9, total 
'don't like' received. The result indicates that by post-intervention the boys received 
significantly more 'don't like' scores than the girls. None of the other test results 
indicated any significant differences.
In all, this series of tests indicated that there were, at pre-intervention, significant 
differences between the boys and the girls with regard to the average and total scores 
given, the girls giving higher scores than the boys. Although there was some indication 
that this was attributable to the fact that the girls gave and received more 'like' scores 
(as opposed to 'don't like' and don't know' scores) such differences were not 
significant. At post-intervention there was a clear indication that the boys received 
significantly more don't like' scores than the girls.
4.6.3 Classes 1A and 1C. Rilldale School.
Using the same order of tests as has been reported previously, Mann-Whitney 
U tests were undertaken on the data collected at pre- and post-intervention. No 
significant differences were revealed in any of the tests undertaken. There were no 
gender differences in the data for Classes 1A and 1C.
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4.7 Age Effects.
The final series of tests undertaken on the data gathered from both year groups 
were a series of Kruskal-Wallis One Way Analyses of Variance. These were 
undertaken to investigate age differences in responses. Each child was grouped 
according to their age at the start of the intervention. Although they were all in the 
same year, their birthdays spanned the year, such that there was a potential year’s 
difference in the ages of pupils within the same academic year group. Thus pupils 
were grouped according to their date of birth in Term 1 (Autumn), Term 2 (Spring), 
Term 3 (Summer) or Summer Holiday. The Kruskal-Wallis One Way Analyses of 
Variance by Ranks were conducted to determine whether the age differences indicated 
potential population differences. The test series was conducted on the same variables 
as previously reported in the other test series, both pre- and post-intervention. None 
of the tests produced significant results in either of the runs. Although there were age 
differences between the participating pupils, these did not have a significant effect upon 
the results.
4.8 The Teacher Questionnaire.
As was reported in section 3.7.5. the Teacher Questionnaire (see Appendix 
Three) comprised eleven items, each marked on a seven point scale. The items were 
derived from Osborn and Millbank’s (1987) 'Educational Questionnaire' and were 
arranged in four categories, relating to:
1) A single question relating to the teacher's assessment of the child's general 
ability.
2) A series of four questions relating to the child's behaviour in class. These items 
referred to the child's level of amicability regarding other class members, their degree 
of talkativeness when discussing work with the teacher, the child's level of 
concentration when faced with an educational problem in class and the degree of 
attention paid to the teacher.
3) Two questions relating to the teacher's perception of the child's ability to work 
In groups, and the degree to which the child preferred to work on their own.
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4) A series of four questions relating to the teacher's perception of the child's level 
of self-reliance or dependency, the child's popularity with her/his peers, their level of 
self-confidence, and the child's level of co-operative ness with others in their class.
The questions represented a compromise between data collection in depth and 
the work load, in terms of time required to collect it. In practice, it took approximately 
one hour for each teacher to complete a set of questionnaires for each member of her 
class. As the questionnaires were administered at both pre- and post-intervention, two 
hours extra work was requested from the teachers concerned. This was given, more 
or less willingly, however, the researcher felt that any demand for more of the staffs 
time was unreasonable.
At Rilldale, the questionnaires were successfully completed, both at pre- and 
post-intervention. However, at Garden Street, the researcher was confounded by 
events beyond his control. The class teacher in charge of the control group completed 
the questionnaires at pre-intervention. At this time she was in the early stages of 
pregnancy. Her pregnancy was complicated and she took early maternity leave and 
did not return to the school. A series of supply teachers took charge of the control 
group during the course of the term in which the intervention was undertaken. 
Towards the end of the term, one of the supply teachers was employed on a short­
term contract to take charge of Class 3 0  until the end of the academic year. She very 
kindly agreed to complete the post-intervention questionnaire, but the comparison of 
her answers (undertaken using Wilcoxon tests) with those of her predecessor revealed 
such wide differences that it was decided any results obtained from the exercise were 
unsafe. Accordingly, and with regret, the results of the control groups questionnaire 
were abandoned. Whilst unavoidable, an important dimension of the research was 
compromised, and comparisons between the teacher’s perception of the intervention 
for the main Intervention and Control groups are not possible.
Nonparametric tests were used to analyse the data gleaned from the 
questionnaires. As reported earlier, the researcher took the view that the data 
collected from the questionnaires did not achieve more than ordinal status. 
Accordingly, Wilcoxon Matched Pairs Signed Ranks tests were used to investigate 
differences within the groups, between conditions, and Mann-Whitney U tests were
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Table 4.4 Differences between pre- and post-intervention questionnaire results. (All values of p
are two-tailed) in each case, first value = post-test score less tan pre-test, second value = post-test greater than pre-test.
Class 31 Class 1A Class 1C
Question 1. 5.00 & 5.71 
z=-1.2741. 
p = .2026
8.96 & 9.10 
z = -1.4675 
p = .1422
7.38 & 7.67 
z = -.4080 
p = .6832
Question 2. 10.00 & 5.11 
z = -1.1558 
p = .2477
8.88 & 11.10 
z = -1.3065 
p = .1914
8.79 & 8.28 
z = -.3361 
p = .7368
Question 3. 6.50 & 9.17 
, z = -2.1718 
p = 0299
12.88 & 11.53 
z = -1.0645 
p = .2871
9.23 & 6.90 
z = -1.7322 
p = .0832
Question 4. 5.00 & 7.89 
z —1.7821 
p = .0747
6.58 & 7.36 
z = -4193 
p = .6750
8.38 & 7.86 
z = -1.5051 
p = .1323
Question 5. 5.38 & 7.89 
z —.1.3728 
p = .1698
8.80 & 9.29 
z = -.5444 
p = .5862)
8.00 & 8.67 
z = -1.9615 
p = .0627
Question 6. 9.27 & 4.50 
z = -2 3854 
p = .0171
9.00 & 7.13 
z = -.1704 
p = .8647
7.25 & 8.86 
z = -.1136 
p = .9096
Question 7. 7.45 & 5.50 
z  = -2.0267 
p =  0427
11.88 & 8.12 
z = -1.3728 
p = .1698
7.14 & 10.38 
z = -1.0507 
p = .2934
Question 8. 5.92 & 7.08 
z = -.2746 
p = .7837)
7.70 & 10.82 
z = -2.2737 
p = .0230
5.00 & 11.33 
z= -3.0182 
p = .0025
Question 9. 6.83 & 5.69 
z = -1.1114 
p = .2664
10.67 & 9.40 
z = -.0402 
p = .9679
9.33 & 8.93 
z=-2.2959 
p = ,0217
Question 10. 10.46 & 7.00 
z = -2.1993 
p = .0279
9.33 & 8.82 
z = -.9704 
p = .3318
10.31 & 11.25 
z—2.2400 
p = .0251
Question 11. 4.50 & 6.90 
z = -2.3534
p = .0186)
7.70 & 7.00 
z = -1.5380 
p = .1240)
9 25 & 11.70 
z—2.0855 
p = .0370
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Shaded cells = significant difference. Non-shaded ceils = no significant difference. First row in each cell = values for mean ranks. 
In each case, first value = post-test score less than pre-test, second value = post-test greater than pre-test.
(In order to reduce any potential respondent bias, the order in which marks were allotted to each question was sequentially 
reversed. Thus, question one was marked from seven to one, question two , from one to seven etc. Significant differences can 
therefore be indicated in either direction, i.e. in cases where there is an increase in ranks pre- to post-intervention, the scoring is 
from seven to one. When a decrease in ranks occurs, leading to a significant result, the scoring is from one to seven)
undertaken to investigate differences between the independent samples. Table 4.4 
summarises the differences revealed by the Wilcoxon series of tests.
4.8.1 Class 31. Garden Street School. Main intervention group.
Significant differences were found in five of the eleven items in the 
questionnaire.
Question 3. Significant, (p = .0299, z = -2.1719). In twelve out of twenty-three cases, 
the post-intervention scores were increased (seven ties, four ranks diminished). 
Indication: the class teacher perceived the children as being better able to talk about 
work with the teacher after the Intervention than before.
Question 6. Significant, (p = .0171, z = -2.3854). In eleven out of twenty-three cases, 
the post-intervention scores were diminished (eight ties, four increases). Indication: the 
class teacher perceived the children as interacting better with their peers after the 
Intervention than before.
Question 7. Significant, (p = .0427, z = -2.0287). In ten out of twenty-three cases, 
the post-intervention scores were diminished (ten ties, three increases). Indication: 
the class teacher perceived the children as being less solitary and better integrated 
with their peers after the Intervention than before.
Question 10. Significant, (p = .0279, z = -2.1993). In thirteen out of twenty-three 
cases, the post-intervention scores were diminished (five ties, five increases). 
Indication: the class teacher perceived the children as being more self confident after 
the Intervention than before.
Question 11. Significant, (p = .0186, z = -2.3634) In ten out of twenty-three cases, 
the post-intervention scores were increased (eleven ties, two decreases). Indication: 
the class teacher perceived the children as being more co-operative after the 
Intervention than before.
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Although none of the other question results achieved significance, it is 
worthwhile to point out that, in no cases, were negative results found. In only one 
instance, question eight (dependence upon teacher v's independence), was no real 
change found (six increases, six decreases, eleven ties). In the remaining five 
instances, the post-intervention scores were perceived as improvements upon the pre­
intervention scores. Thus, the teacher perceived the children at post-intervention as 
being:
a) better informed (question 1 - p = .2026. Seven increases, three decreases, thirteen 
ties),
b) more amicable (question 2 - p = .2477. Nine increases, two decreases, twelve ties),
c) having better concentration (question 4 - p = .0747. Nine increases, four decreases, 
ten ties),
d) paying better attention in class (question 5 - p = .1698. Eight increases, four 
decreases, eleven ties)
e) being more popular with other members of their class (question 9 - eight increases, 
three decreases, twelve ties).
4.8.2 Class 1A. Rilldale School. Affect (Trust and Dependency Exercises) Group.
A significant difference was achieved in only one instance, that of question 8 
(Significant, p = .0230, z = -2.2737). Fourteen out of twenty-seven ranks increased 
(five decreased, eight ties). Indication: the teacher perceived the children to be more 
self-reliant after the Intervention than before.
Regarding the other questions, this teacher's perceptions of the results of the 
intervention were not particularly positive. In one instance (question 3), there was a 
positive observation, in three instances (questions 4, 6 & 9), no real change was 
perceived, in the remaining instances, a somewhat negative perception was reported. 
The test results are listed below:
Question 1. The children were perceived by the teacher as less well informed. Twelve 
ranks decreased, five increased, ten tied, (p = .1422).
Question 2. The children were perceived by the teacher as more hostile. Thirteen 
ranks decreased, five increased, nine ties, (p = .1914).
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Question 3. The children were perceived by the teacher as being better able to talk 
about work. Fifteen ranks increased, eight decreased, four tied.( p = .2871). 
Question 4. No real change was perceived by the teacher in levels of concentration 
exhibited by children in her class. Seven ranks increased, six decreased, fourteen tied 
(p = .6750).
Question 5) The children were perceived by the teacher as being less attentive in 
class. Ten ranks diminished, seven increased, ten tied (p = .5862).
Question 6. No real change was perceived by the teacher in terms of the children's 
ability to work in groups. Seven ranks decreased, eight increased, twelve tied (p = 
.8647).
Question 7. The children were perceived by the teacher as becoming rather more 
solitary. Thirteen ranks increased, four ranks decreased ten tied (p = .1698). 
Question 9. No real change was perceived by the teacher in the children's popularity 
with one another. Ten ranks increased, nine decreased, eight tied (p = .9679). 
Question 10. The children were perceived by the teacher as becoming somewhat 
more retiring and shy. Eleven ranks increased, six ranks decreased, ten tied (p = 
.3318).
Question 11. The children were perceived by the teacher as being less co-operative. 
Ten ranks decreased, four increased, thirteen tied (p = .1240).
In all, these results were somewhat disappointing and should be seen in the 
context of the children's own reflections on the intervention described in Chapter Five 
(5.13-14). These results will be discussed in greater detail in the Discussion chapter. 
It is not unreasonable to point out here that this was a young teacher (three years in 
service) with a very difficult class, in a long term and at the end of the school year.
4.8.3 Class 1C. Rilldale School. Communications and Problem Solving Group.
Significant differences were found in four of the eleven items of the 
questionnaire.
Question 8. Significant, (p = .0025, z = -3.0182). In fifteen out of twenty-five cases, 
the post-intervention scores were increased (four decreases, six ties). Indication: the
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class teacher perceived the children as being more self reliant after the Intervention 
than before.
Question 9. Significant, p = .0217. In fourteen out of twenty-five cases, the post­
intervention scores were increased (three decreases, eight ties). Indication: the class 
teacher perceived the children as being more popular with other members of their class 
after the Intervention than before.
Question 10. Significant, (p = .0251, z = -2.2400). In sixteen out of twenty-five, 
cases the post-intervention scores were decreased (four increases, five ties). 
Indication: the class teacher perceived the children as being more self-confident after 
the Intervention than before.
Question 11. Significant, (p = .0370, z = -2.0855). In fifteen out of twenty-five 
cases, the post-intervention scores were increased (six decreased, four ties). 
Indication: the class teacher perceived the children as being more co-operative after 
the Intervention than before.
Although none of the other question results achieved significance, it is 
worthwhile to point out that in no cases were negative results found. In three instances 
the teacher reported no real change:
Question 1. The children were perceived by the teacher as being neither better or 
worse informed in terms of general knowledge post-intervention (p = .6832). Eight 
ranks decreased, six ranks increased, eleven tied.
Question 2. The children were perceived by the teacher as being neither more or less 
amicable post-intervention (p = .7368). Seven ranks decreased, nine increased, nine 
tied.
Question 6. The children were perceived by the teacher as demonstrating no 
difference in their ability to interact with their peers post-intervention (p = .9096). Eight 
ranks decreased, seven increased, ten tied.
In the remaining five instances the post-intervention scores were perceived as 
improvements upon the pre-intervention scores. Thus, the teacher perceived the 
children at post-intervention as:
a) Being better able to talk about work with the teacher post-intervention, (question 
3. p = .0832. Eleven ranks decreased, five increased, nine tied.)
148
b) Having better concentration, (question 4. p = .1323. Eleven ranks increased, four 
decreased, ten tied.)
c) Paying better attention in class (question 5. p = .0627. Twelve ranks increased, 
four decreased, nine tied.)
d) Being less solitary and better integrated with their peers, (question 7. p = .2934. 
Eleven ranks decreased, four Increased, ten tied.)
Class 1 A's teacher reported somewhat negative results for the Intervention. In 
only one instance was a positive result obtained; she perceived the children in her 
class as being more able to discuss work matters with her after the intervention. In all 
other respects, the comparison of the responses given by her to the questionnaires, 
pre- and post-intervention, were, at best, neutral, and, at worst, negative. These 
results need to be set against the very positive evaluation of the Intervention given by 
the pupils (5.13).
On the other hand the results of the comparison of questionnaire responses, 
pre- and post-intervention, for the teacher of Class 1C were considerably more 
encouraging. Significant positive results were recorded in four of the eleven items. The 
children were perceived as more self-reliant, more popularwith one another, more self- 
confident and more co-operative. With regard to the remaining seven items in the 
questionnaire, in four of these, talking about work with teacher, levels of concentration, 
attention in class and levels of integration, the results indicated a positive, although 
non-significant change. The remaining three items showed neither positive or negative 
changes. Again, these results need to be set against the somewhat less than 
enthusiastic evaluation of the intervention given by the pupils in this class (5.14).
The most positive teachers' evaluation of the Interventions comes from the class 
teacher in the main Intervention group. In five of the eleven items on the 
questionnaire, she gave significant positive post-intervention responses. Of the 
remaining six items, five showed a positive direction of change, although none of these 
achieved significance. The remaining item was neutral, showing neither positive or 
negative change. The overall results from the analysis of changes in the teachers’ 
responses to the items in the questionnaire, from pre- to post-intervention, shows that 
two out of three teachers demonstrated relatively positive reactions. To anticipate the
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Discussion somewhat, this finding needs to be set against the Intervention groups' 
evaluations of their experience, which will be recounted in Chapters Five and Six. 
(Although these data have yet to be presented, they are subsumed under the 
qualitative results, their inclusion at this point facilitates the interpretation of the 
teacher’s responses.) Here two of the three classes involved gave positive evaluations.
Table 4.5 Comparison of Teacher and Class Evaluations of the Intervention.
Class Teacher Evaluation Class Evaluation
31 + +
1A - +
1C + -
4.8.4 Differences Between Teacher Responses to the Questionnaires.
Mann-Whitney U tests were undertaken to investigate the differences between 
the teacher's responses to the questionnaire. These were only possible for the First 
Year teachers, there being no comparison data for Year Three. Table 4.6 summarises 
these differences.
4.8.6 Pre-intervention results.
In four instances there were significant differences between the teachers’ responses 
to the questionnaire items at pre-intervention.
Question 3. Significant, (p =.0008, z = -3.3640). Indication: the teacher in Class 1C 
saw her class as being significantly more communicative with her when talking about 
classwork than did the teacher of Class 1A.
Question 7. Significant, (p = .0042, z = -2.8664). Indication: the teacher in Class 1A 
saw her class as being significantly more solitary and less integrated than did the 
teacher of Class 1C.
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Table 4.6 Results of Mann-Whitney U Tests. Differences in the First Year Teachers Responses to the Questionnaire. (All 
values of p. are two-tailed.) In each case, first value = Class 1A teacher, second value = Class 1C teacher.
Pre-intervention Post-intervention.
Question 1. 26.59 & 28.41 25.44 & 27.64
z=-.4324. Z—.5301
p = .6655 p =.5960
Question 2. 26.28 & 28.72 24.17 & 29.02
z=-.6034. z=-1.1760
p = 5463 p =.2396
Question 3. 20.50 & 34.50 23.85 & 29.36
z=-3.3640 z=-1.3344
p = .0008 p=.1821
Question 4. 27.69 & 27.31 26.63 & 26.36
Z—.0881. z=-.0651
p = .9298 p = .9481
Question 5. 29.72 & 25.28 26.02 & 27.02
z=-1.0522 z=-.2431
p = 2927 p = .8079
Question 6. 26.39 & 28.61 24.76 & 28.38
z=-.5291. z=-.8889
p = 5967 p = .3741
Question 7. 33.46 & 21.54 33.19 & 19.28
z=-2.8664 z—3.4184
p = 0042. p =.0006
Question 8. 26.81 & 28.19 27.89 & 25.00
z=-.3246 z=-.7219
p =.7455 p =.4704
Question 9. 31.59 & 23.41 28.74 & 24.08
z=1.9547 z=-1.1680
p =.0506 p =.2428
Question 10. 22.48 & 32.52 25.13 & 27.98
z=-2.4004 z=-.7233
p = .0164 p =.4695
Question 11. 32.20 & 22.80 27.00 & 25.96
z=-2.3080 Z—.2658
p = .0210 p =.7904
Shaded cells = significant difference. Non-shaded cells = no significant difference. First row in each cell = values for mean ranks.
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Question 10. Significant, (p = .0164, z = -2.4004). Indication: the teacher in Class 1C 
saw her class as being significantly more self-confident than did the teacher in Class 
1A.
Question 11. Significant, (p = .0210, z = -2.3080). Indication: the teacher in Class 1A 
saw her class as being significantly more co-operative than did the teacher in Class 
1C. '
The result from question 9 verged on significance, (p = .0506). Indication: to a degree 
approaching significance, the teacher in Class 1A saw her class as being more popular 
with their peers than did the teacher in Class 1C.
The results indicate that there were significant differences, at pre-intervention, 
in the reported perceptions of the classes by their teachers. The teacher of Class 1A 
saw her class as being more solitary and yet more co-operative than did the teacher 
of Class 1C. Again, to a degree approaching significance, she also saw the children 
in her class as being more popularwith one another than did the teacher in Class 1C. 
She, on the other hand, saw the children in her class as being more communicative 
about classwork and more self-confident than did her counterpart in Class 1A.
These differences had all but disappeared at post-intervention. The teacher in 
Class 1A still saw her pupils as being more solitary than did the teacher in Class 1C, 
but in all other respects there were no significant differences in the views of the 
teachers regarding their charges.
The interpretation of these findings in the light of the findings from the Wilcoxon 
series of tests reported above is, at best, tentative. In the Wilcoxon series, the teacher 
in Class 1A, perceived the results of the Intervention on her class in a more negative 
light than her counterpart in Class 1C. Whist she clearly indicated that the children had 
become more self-reliant (Question 8 - Significant, p = .0230), on seven of the 
remaining ten items (on none of these to a significant degree), she perceived the 
children as responding less well after the Intervention than before. On the remaining 
three items no change was indicated. The teacher in Class 1C, on the other hand, 
indicated that she perceived significant positive changes on four of the items in the
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questionnaire (Question 8 - self-reliance, Question 9 - popularity. Question 10 - self- 
confidence, Question 11 - co-operativeness) and indicated positive, though non­
significant changes on four of the remaining seven items. The teacher in Class 1A, in 
effect, saw the Intervention as having a negative effect, the teacher in Class 1C saw 
it as positive.
The results of the Mann-Whitney series of tests, however, indicate the main 
differences between these two teachers occurred at pre-intervention. These had all 
but disappeared by post-intervention save for the common finding that Class lA 's  
teacher felt her pupils to be more solitary than those in Class 1C, both at pre- and 
post-intervention. Yet Class lA 's teacher interpreted the results of the Intervention in 
a far more negative light than did Class IC 's. From this it would appear that Class 
1 A's teacher was far more optimistic in her expectation of the intervention than was the 
teacher in Class 1C.
It will be recalled, from Chapter Three that, of the twenty-seven pupils in Class 
1A, twelve were listed as having Special Educational Needs, two of whom were 
'statemented'. Of the twenty-five children in Class 1C, eight were listed and two 
'statemented'. The teacher in Class 1A had been in full-time teaching for three years, 
the teacher In Class 1C, over twenty-five years. It is suggested here, that the teacher 
in Class lA w as  somewhat more optimistic about her class at the beginning of the term 
in which the Intervention took place than her counterpart in Class 1C. The Intervention 
took place during the course of the final term in the school year, starting in the first 
week of that term. The supposition presented here is, that refreshed by the Easter 
break, she initially evaluated her pupils more optimistically than the teacher in Class 
1C. By the end of the Intervention (four weeks from the end of term), the cumulative 
stress of a year in a very difficult class began to show and was evident in her negative 
evaluations post-intervention. In contrast, the teacher in Class 1C, who had been in 
full-time teaching for over twenty-five years, appears to have been somewhat more 
sceptical in her evaluations of her pupils at pre-intervention and was able to evaluate 
them in a more positive light at post-intervention. In short, it is suggested here that the 
teacher in Class 1A down-graded her expectations, while the teacher in Class 1C kept 
her expectation, based upon her years of experience, at a somewhat lower level. This 
supposition accounts for the negative findings from Class lA 's teacher on the Wilcoxon
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series of tests relative to her counterpart in Class 1C, while at the same time 
accounting for the disappearance of the majority of the differences found at pre­
intervention in the Mann-Whitney series of tests. No criticism is meant or implied in 
making these remarks which, it is emphasised, are based solely upon supposition. 
Both classes were 'difficult' by any measure. Reports in the field notes taken during 
the course of the Intervention indicate that both teachers were under considerable 
levels of stress in managing their classes. What is suggested here is that the greater 
depth of experience, accumulated by the teacher in Class 1C, made her less optimistic 
at the start of the Intervention than her considerably less experienced counterpart in 
Class 1A. As no provision was made at the piloting stage to ensure parity of 
evaluation (an error that will need to be corrected in any future work undertaken using 
this or variations of this methodology) this interpretation can only remain speculative.
4.9 Summary of the Main Findings.
This chapter has examined and analysed the quantitative data collected from 
the children who participated in the Interventions and the teachers of their classes as 
part of the triangulation of data outlined in the Chapter Three. These data showed that 
the children in the Third Year intervention programme liked each other somewhat less 
at the end of the Intervention than at the beginning. This effect was much more 
pronounced for the children in the Control group than for the children in the Intervention 
group. Analyses of the differences between the groups reflected these findings. For 
the First Year groups, the findings were different. Here the within-group tests indicated 
an increase in liking among both groups. These findings were confirmed by the 
between-groups tests.
A series of Mann-Whitney U tests to determine differences in response from 
boys and girls was also undertaken. With regard to the Third Year groups, at pre­
intervention, girls were found to give higher average and total scores indicating their
♦
liking of their classmates than did the boys. By post-intervention these differences had 
disappeared, reflecting the general diminution of liking of their peers outlined above. 
At post-intervention, only one significant difference was found between the groups, the 
boys received significantly more 'don't like' nominations than the girls. For the First
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Year groups, none of the tests indicated any significant differences between the boys 
and the girls, either at pre- or post-intervention.
Despite their being allocated to an academic year group, the range of birth-dates 
for the children in Years One and Three was such that in both cases children in the 
same school year could have actual birth-dates separated by as much as a whole year. 
A series of Kruskal-Wallis One Way Analyses of Variance were run on the data 
collected from both year groups to determine any potential difference in response due 
to age. None were found, either at pre- or post-intervention in either of the groups.
The data collected pre- and post-intervention from the questionnaires 
administered to the teachers of both groups were also analysed using nonparametric 
tests. A complete comparison for the Third Year group was not possible as the 
teacher in the Control group left the school early in the Intervention. The teacher in 
the Intervention group indicated significant positive evaluations of the Intervention in 
five of the eleven items in the questionnaire. Of the remaining six items, five were 
evaluated in a positive direction though not to a significant degree. The remaining item 
registered no change from the pre-intervention evaluation. Data was not available to 
conduct comparisons between the groups for the reason given above.
The teachers in the First Year groups indicated a somewhat more complex 
evaluation. The results from the teacher in the affect group were, in the main, 
negative. On only one item of the eleven in the questionnaire was a positive response 
obtained. The teacher in the communications group was considerably more positive. 
On four of the eleven items a significant improvement was obtained. Of the remaining 
seven items, four indicated non-significanl.improvements. Four significant differences 
between the teachers responses were indicated at pre-intervention. These had 
reduced to one at post-intervention. It was suggested that an apparent contradiction 
existed between the results of the Wilcoxon series and the Mann-Whitney series. In 
the former tests, the teacher in Class 1A was less convinced of the positive results of 
the intervention than the teacher in Class 1C . In the latter, differences between the 
teacher’s evaluations at pre-intervention had all but disappeared at post-intervention. 
It was suggested that this apparent contradiction could be explained by an assumption 
of difference in the baseline evaluation of the pupils in the pre-intervention
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questionnaire. As no data was collected to ensure parity of pupil evaluation between 
the teachers, this explanation remained speculative. The quantitative data reported in 
this Chapter and the qualitative data reported in Chapters Five and Six form the basis 
of the Discussion that follows in Chapter Seven.
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Chapter Five. Qualitative Results. The Year One Classes at Rilldale School.
5.1 Both this Chapter and Chapter Six report upon the Interview data that was 
gathered as the measure of Social Sensitivity described in Chapter Three (3.7.1). 
Brief details of the participating schools and pupils have been given in Chapter Three 
(3.9) and a full description may be found in Appendix Two.
Two cartoons were used as projective tests. The children viewed the cartoons 
and were asked a series of questions upon them. The order of the questions in this 
semi-structured interview schedule have already been reported in 3.7.3, It runs 
counter to expectation to report on the results obtained from the subsidiary 
investigation prior to those of the main investigation. The circumstances surrounding 
the derivation of the Coding Frame and the Typology used to classify the pupils 
responses to the interview schedule justify this approach. Data collected during the 
course of piloting led the researcher to believe that it was possible to use one coding 
frame for both sets of interviews. If this were to be the case then, working on a 
'convoy principle', the coding frame had to be adequate for the First Year Classes.
Both the main and subsidiary Interventions overlapped. Typed transcripts of 
interviews from both conditions became available at the same time. As is reported 
in Appendix Two (Apdx 2.6-7), whilst the First Year interview responses tended to be 
more embedded than those of the Third Year, their substance was sufficiently similar 
to allow a single coding frame to be used for both year groups. Once coded, the 
categories of response were used as the basis of a typology. The first section of this 
Chapter describes the derivation of the typology
5.2 The Typology.
The intervention used in this research was designed to provide an opportunity 
for relationships of trust and dependency to be engendered amongst primary school 
children. If this were successful then communication between the children should be 
enhanced leading to the improvements in socio-cognitive functioning reported in the 
studies of co-operative groups cited in Chapter One. In broad terms, the research 
reported here sought to demonstrate that both parts of the Intervention, trust and
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dependency exercises and communication/problem solving exercises, would have 
some effect in promoting the development of relationships of co-operation between 
children. The point of separating the elements of the Intervention was to gain some 
insight into the relative effect of the elements. In both cases, what was being sought 
in the analysis of the interview data were indications that relationships between 
children were enhanced and that, in turn, these burgeoning relationships would show 
some indication of increased peer-orientation amongst the children. The primary 
indication sought was evidence that the children's responses to the situations depicted 
in the TAT became less adult centred and more child centred. In shoçt, responses 
that indicated that the child was less likely to seek help from a teacher in either group 
entry situations or situations where the child was able to facilitate the entry of outsiders 
into a play or social situation.
5.3 Derivation of the Typology.
Twenty-seven children in Class 1A were interviewed, twelve girls and fifteen 
boys. Three of these children, all boys, did not engage in the interviews to a level that 
made any coding possible, either at pre- or post-intervention, leaving twenty-four 
codable interviews, twelve from each sex. Allowing for attrition and non-compliance, 
twenty-three codable interviews were obtained from Class 1C. Both classes were very 
similar, therefore, in the numbers of codable interviews. In terms of sex distribution, 
Class 1A had equal numbers. In Class 1C, ten interviews were obtained from girls 
and thirteen from boys, the extra three boys causing an imbalance of thirteen percent. 
The data from the coded pre- and post-intervention interviews initially suggested that 
three broad groups of responses were present which represented three major 
categories of response to the situations depicted in the TAT pictures. These were 
designated as 1) 'Does not relate to others', i.e the child referred solely to their own 
response, without reference either to teachers or other pupils, 2) 'Teacher dependent' 
i.e. the child predominantly indicated that they wanted the teacher to solve the problem 
for them, and 3) 'Peer-orientated', i.e. the child would attempt to resolve the problem 
in an active relationship with the other children involved in the situation. Of these, and 
as expected (Kutnick & Brees, 1982), the 'Teacher Dependent’ category was by far 
the largest (Class 1A = 16 at pre-intervention interview = 67%; Class 1C = 15 at pre-
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intervention interview = 65%). All three categories appeared, at first sight, to stand 
alone. The 'Does not relate to others' category indicated a very specific form of 
response limited to a substantial minority of children. (Class 1A = 5 at pre-intervention 
interview = 21%; Class 1C = 6 at pre-intervention interview = 26%). The 'Teacher 
dependent' and 'Peer-orientated' (Class 1A = 1 at pre-intervention interview = 4%; 
Class 1C = 4 at pre-intervention interview = 17%) categories also appeared to stand 
alone and to indicate a clear either/or status.
The categories themselves were based upon the responses given by each child 
to all of the questions they answered in the interview. This was not necessarily the 
same for all of the interviewees as many of the children indicated that they had not 
been excluded by their peers from the play/social situations depicted in Pictures A and 
B (Question 5). Where they did so indicate, these answers were, of course, included. 
The criteria whereby the categories were constructed will be set out in the following 
paragraphs, but prior to that it should be noted that in the initial process of attempting 
to 'fit' the children into the initial three categories it became apparent that the 'Teacher 
Dependent' category was somewhat too broad and it was further sub-divided.
It was clear from their answers that many of the children in this category, as 
initially conceived, clearly perceived the locus of control in their relationships with their 
peers to be situated in the teacher (i.e. the majority of their answers indicated that 
they would seek the teacher's intervention in either asking to be admitted to a 
play/social situation or admitting an outsider). On review, it became apparent that a 
somewhat smaller number gave answers which indicated elements both of teacher 
dependency and independence, this was most apparent in the children's answers to 
Question 6 - 'If you were on the inside of a group would you attempt to integrate an 
outsider?' and Question 7, 'Why would you do this?' In several cases and in particular 
in response to Picture B (the small group), responses made by the children to these 
questions and on occasion to others, indicated that they were relating to the other 
child in terms of a child-child relationship rather than always seeking adult guidance. 
(Further reference to these responses will be made later) A fourth category 
'Intermediate' was, therefore, tentatively created. In terms of classifying children into 
the original three categories - Does not relate to others'. Teacher dependent and 
'Peer-orientated' - there were very few problems. Their responses to the questions
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asked in the interviews when presented with both Pictures A and B were consistent 
and permitted ease of classification. The 'Intermediate' category presented some 
difficulties of interpretation but Inter-rating reliability testing with another Psychologist 
(also actively engaged in research concerning pupil relationships in primary school 
classrooms) who independently coded all of the Intermediate classifications and a 
substantial sample of the other categories suggested that the category was valid. 
Inter-rating reliability for the 'Intermediate' category was 87%.
Thus, the final typology was represented by four categories, seen as 
hierarchically and developmentally connected: 1) 'Does not relate to others', 2) 
'Teacher Dependent', 3) 'Intermediate', and 4) 'Peer Orientated'.
Prior to embarking on a description of the categories, a further point needs to 
be clarified. In any Interview, there is the possibility of interviewee bias (Cohen & 
Manion, 1992). Regarding these interviews, the question that arises is 'To what extent 
can the children's responses be believed to be an accurate account of what they 
would do?' Where possible, children were asked if they had actually done what they 
said they would do. This was particularly the case with regard to Question 6 (If you 
were on the inside of a group playing and you saw a child on the outside who looked 
like they wanted to join in what would you do?'). Several of the children responded 
that they would invite the outsider in. When asked if they had ever done that in such 
a situation, they replied 'no'. For the purposes of this research, the child's responses 
were taken at face value. What was deemed of interest was the manner in which the 
child conceptualised the situation indicated in the TATs, which was taken as a 
measure of their understanding of social dynamics.
5.4 Categories and Criteria.
The final agreed criteria for each of the general response categories can now 
be stated. Examples of these criteria, taken from the interviews, both at pre- and 
post-test, are used as illustration.
5.4.1 Category One - 'Does Not Relate to Others' (DRO)
General Overview.
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The child is firmly located within its own world-view. They do not see 
themselves in terms of engaging in any relationship with others, teachers or peers, 
other than that of either imposing themselves on or withdrawing themselves from 
ongoing interactions. They are highly ego-centric. They are not dependent upon the 
teacher, nor integrated with their peers. The child may not give the full gamut of 
responses indicated below (which were derived from all the interviews), but will give 
some of the following, especially in response to Questions 2, 5 and 7. This group 
is of especial interest in the context of the research reported here. It is this group who 
exhibit least sophistication in terms of social skills. Two broad sub-groups may be 
discerned. Those who overtly challenge both pupils and teachers, and those who do 
so covertly by distancing themselves from the others, teacher and pupils, in their class. 
With this latter group it is not so much what they do that is at issue, rather it is what 
they do not.
A more detailed justification of the claims made about this category will be given 
in the Discussion chapter. For the present, general points only will be made that apply 
to both sub-groups followed by examples taken from the interviews. Children in this 
category do not perceive themselves as existing in terms of a relationship either to 
their peers or to their teachers. This puts them at a double disadvantage. Their 
perception of themselves as being in control of either of the forms of relationship 
described above effectively precludes them from participating in both. They end up 
in potential conflict with both as such an attitude is a challenge to both forms of 
relationship. From the point of view of their peers such controlling behaviour can 
present a potentially aggressive threat (Coie etal., 1989. See also chapter two). From 
the point of view of their teachers such behaviour effectively threatens the teacher's 
own authority. A relationship of conflict vvith teachers predominates (Maras & Messer, 
1995. See also Chapter Two). This is the group whose social skills need most 
attention, while at the same time being the group least likely to have access to any of 
the means of obtaining it from either teachers or peers.
Specific response criteria.
Criterion 1) Answers indicate that the children impose themselves on others 
irrespective of the other's wishes. They will force themselves into a game or attempt
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to wreck it if denied entry. They sometimes claim to resort to violence to further their 
own ends. No negotiation with others is countenanced.
Criterion 2) On occasion they will ask to join in a game. As with 1) above they will 
not be denied entry. They will claim to resort to wrecking tactics or violence if their 
demands for entry are not met. This category is very similar to 1), the difference lies 
solely in the fact they ask to join in rather than forcing entry without asking.
Examples of Criteria 1 and 2.
Class 1A. S 57. (Charles) Pre-intervention interview.
L Picture B, W hat do you think is going on here?
C. I think she want's to fight with them a iot
i. Why do you think that?
C. 'Cost she's going like that (grimaces and clenches fists -
emulates picture)
i. She's got a face on and she's clenching her fists. So what do
you think she's feeling?
C. I think she's feeling - 1 think she's feeling that, em, because she
ain't feeling well and she's at school and that little giris are, ain% 
ain't, ain't, is annoying her and not letting her play.
i. Hm. [ ]  So how do you think that makes her feel inside?
C. Mmm. i can feel it as well.
I. What do you feet when you're like that?
0. I feet like I'm not, like i'm, like I'm, like i'm not feeling well, and
I feel a bit sick, and they're annoying me and I would like a fight 
as well.
Class 1A. S.48 (Nicky). Post-intervention interview.
/. Picture A. Whafs going on here
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N. He's getting angry and there's no space for him.
I. Right So they're ail playing, there's no space for him and he's
getting angry. What do you think he can do about it?
N. He's, he's going away,
i. He'll go away. What will he do then
N. He'll say 'let's play'
I. He'll say 'let's play?'
N. And they said 'no'
i. And they said 'no'. OK, so what will he do?
N. He will, he would go in.
i. He would go in?
N. He would Join, join in.
i. Oh! He would Join in!
N. There's a space there.
Criterion 3) The role of the teacher is seen as a reinforcement of the child's 
demands. The teacher becomes an adjunct of the child. A typical response here 
would be 'I'll ask them to join in and the teacher will tell them to let me'
Example of Criterion 3.
Class 1C. S 99. (Tamsin) Pre-intervention interview 
Picture A.
/. Right, now i've noticed that some people say they'd call a
teacher, or get a teacher to sort it out. What about you?
T. I will Just tell my Mum and Dad.
I. Yeah. If  you were in school, what would you do?
T. I would Just tell my teacher. I'd tell my teacher.
I. And what would you say to the teacher?
T. I'd say - 'Miss, this boy's being horrible to us'
I. Really. OK. And if you were on the outside like this boy wanting
to play in the game, would you talk to a teacher about it?
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T. (Nods)
I. Yeah? What would you say
T. I'll say 'Could you take him away because he's annoying us'
Criterion 4) The child may well be aware that they are being rejected but will, 
nevertheless, attempt to join in. See 1 and 2 above. Such children may also form a 
group by themselves with other similarly inclined children.
Example of Criterion 4.
Class 1A. S.48 (Nicky). Post-intervention interview.
L Have you ever found yourself in a situation like this?
N. i don't tell the teacher,
i. You don't tell the teacher?
N. No. I would just go in.
I. Just go in - give up on it -yeah?
N. I don't care - i'm not playing.
i. You do nt What do you do if you're not playing
N. I go in.
i. When you say you 'go in', does that mean you go into the
classroom or into the school?
N. Uh hmm.
I. And what do you do then?
N. I play with my friend,
i. And who's your friend
N. 5 second pause,
i. Who do you play with?
N. S and R.
S and R are two other boys, both categorised as DRO. Classroom and 
playground observations indicated that these three boys formed a clear coterie. In their 
respective interviews, they consistently nominated each other as friends. No others were
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nominated by them. (Nicky's use of the term 'go in' followed on from an earlier use of 
it. In that instance it's usage was clear. Force entry into the game. In this section, 
following no more than a minute later in the same interview, the probing was to try to 
determine whether the original interpretation was used consistently. Nicky's response 
fails to allow clarification on this point).
Criterion 5) The child may well recognise the emotional state of the outside child in 
Pictures A and B. The child will either ignore this state or, when the state is seen as 
'cross/angry', will perceive this to be personally threatening and will see this a potential 
prompt for a violent reaction.
Example of Criterion 5.
Class 1 A. S.57 (Charles) Pre-intervention interview. Picture B
/. What do you think's happening here?
C. i think, i think, i think they're making that girl angry and
annoying her.
i. You think [  ]  they are making her angry and not letting her play
and annoying her?
C. I think they are, i think they are teasing her.
i. Right.
C. Upsetting her. And annoying her.
I. if, mm, they were teasing her and annoying her, what do you
think she might do?
C. I think she..... Girl's are very spiteful. I think. My sister pulled
my hair once and bit me so hard I almost got killed.
I. Oh dear. What do you think this little girl might do?
C. I, I think she'll pull their hair.
i. She'll puli their hair. She'll, what, like get revenge on them, do
you think?
C. All I'll do is punch them if they ignore me. I'll punch them. I'm
a strong boy (flexing biceps).
1Ç5
L Right, so you're a strong iittie boy and you'd punch them if they
ignore you?
C. i'll punch their nose in. i'll do that.
6) A second variation of non-relating is that the child feels rejected by everybody, 
including the teacher. The children in this sub-category tend to have few, if any, 
friends and can be seen as ’neglected’ in a manner similar to the classification outlined 
by Coie et al.(1982) cited in Chapter Three (3.7.6.1).
Example of Criterion 6.
Class 1C. S 76 (Ashki) Pre-intervention interview.
Picture B. Discussing a situation in which Ashki was excluded 
by his friends:
!. Say you and (friends) were playing, and you were to say 'can
i play?' and they said 'no'. What might you do?
A. Mmm, play by myself.
I. Play by yourself. Would you think of taking to a teacher about
it?
A. Yeah.
i. You would, what would you say to the teacher?
A. Nobody's going to play with me.
i. Right. What do you think the teacher might do
A. Cross.
I. He would be cross or she would be cross?
A. Yes.
I. And then what might they do?
A. Mmm, stand in wall.
I. What? Stand you against the wail?
A. Yeah.
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(Standing against the wall was a withdrawal punishment used 
by teachers on playground duty.)
5.4.2. Category Two Teacher dependent' (TD)
General Overview.
Within the First Year Classes this was the largest and most clearly identifiable 
group. The locus of control in the child's relationships with others is clearly situated 
in the teacher. (The usage of the term 'locus of control', in this context, is analogous 
to that of Weiner (1986). However, the attributional correlates were not pursued. The 
term is used purely descriptively to indicate the way in which the child recognises the 
direction of externally imposed social authority) The teacher is actively sought out to 
give guidance or to structure the situation so that the child has only to respond to the 
teacher's instructions. The criteria are general. No one child would exhibit every one 
of them, but they provide an ideal-typical background against which individual children 
may be compared.
Specific response criteria
Criterion 1) Asks teacher, without prompt, in both insider and outsider situations 
(Questions 4, 6 and 8). Teacher to either listen, facilitate play, instruct to play or tell- 
off.
2) The outsider in Questions 4 and 8 will ask for the teacher who will either listen, 
facilitate play, instruct to play or tell-off. The insider might ask to join in (BUT see 
criteria 5 and 6).
Examples of Criteria I and 2.
Class 1A. S 51. (Suni) Pre-intervention interview.
Picture A. ^
/. ffyou saw somebody that you didn't know very well, and they
were trying to play, what would you do?
S. Get a teacher.
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L You'd get a teacher,OK. [  J Supposing that you were on the 
outside watching ail these people play, what do you think you 
might do?
S. I'd Just tell the teacher.
A little later in the interview Suni’s position as an Insider Is discussed:
I. Supposing you were in the group and were happy and you see
a little boy or a iittie girl standing to one side being sad, what 
would you do?
S. Tell a teacher.
I. OK. If  you were on the outside, like this person, and you saw
a group being happy and playing a game, what would you do?
S. Em, tell a teacher.
Example of Criterion 1 combined with Criterion 7 (q.v.).
Class 1A. S 53 (Rosemary) Pre-intervention interview.
Picture A. Has identified that the outside is feeling sad 
because the outsider is 'being horrible to them' (the others in 
the group) and they won't let him play:
I. So, they've decided that he's being horrible so they are not
going to let him play.
R. Yep.
I. What do you think he could do to get to play with them?
R. Em, i don't know. Or tell his Mum and tell them off to let him
play.
I. Right, if this was in school, what could he do then?
R. Tell the teacher
I. Right. [ ]  if  this was Rosemary and you were on the outside
of the group, what would you do?
R. i'd Just go and teii my Mum and tell them to let me play.
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Criterion 3) Frequent references to the teacher as mediator either in answer to direct 
questions or indirectly.
Example of Criterion 3.
Class 1A. S.55 (Erica). Pre-intervention interview.
Picture B. Outsider not allowed to share because of limited resources 
- not enough drink to go around:
I. Right What do you think this iittie giri can do?
E. Tell the teacher.
I. S hed tell the teacher would she? If it were you, wouid you teii
the teacher? Would you be annoyed?
E. The teacher will be annoyed, will be annoyed. If  everybody
standing around her, she'll be annoyed.
Erica was then asked how she would react if she were part of the group sharing the 
drink, and she became aware of an outsider looking like she might want to join in:
I. What do you think you might do?
E. (shrugs) Teii the teacher.
i. You wouid teii the teacher. Right Right. OK, and what would
you say to the teacher?
E. Er, one boy and two giiis were being horrible to me and then,
you are in, er, if the teacher were don't be found and i would 
go round the comer, there, running out of the playground to the 
teacher, and I'll show her where it is, and she'll come with me 
and tell them off.
Criterion 4) As with DRO will sometimes use teacher as a threat. Unlike DRO no 
claim is made for control over the teacher.
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Example of Criterion 4.
Class 1C. S 83 (Janis) Post-intervention interview.
Picture B. Janis has indicated that the outside girl could join in 
the 'picnic' without being asked.
/. [So]you were having this chat with your two fnends and this giri
came up and said I want to Join in?
J. That's Rebecca (laughs) •
I. is it? And what would happen if it was Rebecca?
J. (More giggles)
/. What would happen (Laughing). Well, I know it's very funny,
but what would happen?
J. Rebecca was going to get a chair and sit next to me, and then,
she was moving over there, she was moving her chair, put it
over there, then it went away to all the school to tell lots of 
teachers, and then, and then the girl was told off.
Criterion 5) Articulates what they have been told by adults regarding behaviour 
designed to integrate children into social relationships (adult rules of engagement). 
This is especially the case in the Insider scenario (Question 6). Examples of this are 
found in expressions such as 'You have to be good and kind to others' or 'you have 
to say please'. At 'Rilldale' this is sometimes referred to a 'saying the magic word'
Examples of Criterion 5.
From Erica's interview above, following on from the last extract:
/. And if this giri comes along and say's 7 want to join in ' and you 
don't want her to play what do you do then?
E. Would have to say 'please can I Join in' and that's all.
Class 1A. S 52. (Ricky) Post-intervention interview.
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Picture A. Ricky identifies that the Outsider is being excluded 
by the group:
L Why aren't they letting him play?
R. Because, because 'e's telling the teacher,
i. What's he telling the teacher?
R. They won't let him play
I. So whafs the teacher going to do?
R. Teli them off.
I. Tell them off. What should the teacher say to them?
R. Let him play 'cos it's a school rule. You say.
I. What? School rules?
R. What are school rules?
I. (Somewhat taken aback) Well, they're what you have to do in 
school, aren't they?
R. No, it means be good to them.
Criterion 6) Expresses adult rules of engagement - then goes on to express concern 
that if this is not done (or the insider refuses to play) the outsider may tell the teacher, 
leading to the insider being told off.
Example of Criterion 6.
Class 1C. S 89. (Ohsira) Post - intervention interview.
Picture B. Question 6 (If you were insider?)
i. Let's imagine [  ] you're sitting here with you two fnends and you
see this girl here. What do you do?
0. I will say 'do you want to play?' If  she say's 'no', I'll say 'OK 
then, go and play with your other friends, if  she wants to play,
I'll say, em, 'you can play*.
1. That's very nice of you, why would you do that?
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0. So, so she doesn't tel! the teacher.
1. So she doesn't tell the teacher, right.
0. So i'll get a green slip.
1. So you'd get a green slip for being nice and she wouldn't tell the 
teacher. And you'd get a red slip if she toid the teacher?
O. (Nods)
(At Rilldale P.S. green slips are given for good behaviour. A pupil collecting five or more 
in a week is publicly commended by the Headteacher in an Assembly. They are, in the 
main, greatly sought after. Conversely, red slips denote bad behaviour. Five or more 
collected in the course of one week leads to a Headteachefs detention. These are not 
sought after.)
Criterion 7) Mummy or Daddy can often be substituted for the teacher.
See example 2.
5.4.3 Category Three ’Intermediate' (Inter)
General overview.
Of the four categories this was the most elusive and the most difficult to 
categorise. The general tenor of the category indicates elements of dependency but 
these are tempered with elements of emerging recognition of the possibility of peer 
relationships. The answers given to the two questions relating to the possible 
responses to the outsider scene, Questions 4 (What can the outsider in the Pictures 
do?) and Question 8 (What would you do as an outsider?) veer between seeking a 
teacher's help and seeking others to play with, sometimes within the same answer. 
Similarly, there is a propensity for answers to Question 6 (What would you, as an 
insider in a group, do to facilitate the integration of an outsider?) to be more articulate 
in response to the smaller of the groups (Picture B) than the other larger group. In 
total, this was a relatively small group of respondents and the criteria are specific to the 
nine children who composed it (19% of the total of both classes).
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Specific criteria.
Criterion 1) In the situation investigated in Question 4 (What can the outsider depicted 
in both Pictures A and B do about the situation?), answers are given indicating a range 
of possibilities. In one interview the child indicated a range of responses that covered 
the full gamut of the coding frame for that question. The outsider could a) ask to join 
in, or b) tell the teacher (no prompt), or c) play with somebody else.
Examples As this category more than any other depends upon an interpretation/ 
reading of the complete interview it is rather more difficult to illustrate it with small 
vignettes. However the following examples are chosen to illustrate the 'pivotal' nature 
of the responses indicating 'Intermediacy'
Example of Criterion 1.
Class 1A S 82 (Adam) Post-intervention interview.
Picture A. Adam has identified the outsider as being 'ignored' 
by the insiders:
/. OK. Why do you think they don't like him?
A. 'Cos they're always horrible to him.
i. What do you think he's feeling?
A. He's feeling very sad.
I. What do you think he can do about It?
A. He can stop being horrible to them.
I. He can stop being horrible to them. How would he go about
that?
A. Well, he would stop being, not going, er,er, well he would stop.
Well, he would start going to their houses and thinys.
/. Do you think he might find a teacher?
A. Huh?
!. Would he find a teacher?
A. Yes.
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/. What would he say to the teacher?
A. Well, he would say that W ss, they're not letting me play their
game and also they are ignoring me'.
I. Right And what would he want the teacher to do?
A. Go and tell them off.
It is clear from this extract that Adam recognises that the outsider can do 
something to improve his situation. He indicates that the outsider could possibly make 
social overtures to the other children by 'starting going to their houses and things'. 
However, when prompted regarding the teacher, the answers revert to a dependent 
profile, he would explain to the teacher what was going on and ask the teacher to tell the 
insiders off. (A methodological note: Throughout the interviews, in all relevant instances 
where the respondent did not mention a teacher in their answer they were prompted to 
do so. In the 'Intermediate' category, the response made to such prompting was often 
the element that distinguished respondents from the 'Peer-Orientated' category. In this 
later category the response was 'no'.)
In Picture B. Adam repeats this ambivalence. Recognising the outsider as being 
'sad' the interview continues:
I. What do you think he could do about it?
A. Go and, go and tell the teacher.
I. Is that what you think he would do?
A. Er, yeah.
I. Would he, em, talk to them at all do you think?
A. Well, if they made friends I think he would.
I. Right. How could he go about making fnends with them?
A. Well, he'd be nice to them and things.
It is unclear from this last statement whether Adam is simply repeating the 'adult 
rules of engagement' - that you must be kind to other children - or suggesting prosocial 
behaviour on the part of the 'outsider". However, in of both these extracts the outside
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child is seen by Adam as having actively to try to engage with them in order to further 
the formation of a social relationship and thus overcome the 'outsider' status.
Examples of Mixed responses to 'Outsider" questions.
Question 4. What can the outsider do. Question 8. What would you, as an outsider, 
do?
Class 1A S 49 (Tuliniki) Pre-intervention interview.
/. Right, do you think he might go and fetch the teacher? He
doesn't have to. What do you think he might do?
T. He can tell the teacher or he can Just walk off and play with his
other friends.
I. Right, right. If this little boy was you - 1 know iVs a little boy, but
supposing it was a little giri called Tuliniki, what do you think 
you might do in this situation?
T. If  I w a s  if they say I can play and they and me, you don't
know this game, I would just go and tell the teacher and go 
with all my other friends.
Class 1C S 92 (Rosemary) Pre-intervention interview.
I. Let’s just imagine if you were in this little boy's situation. You
saw a game going on and you thought Td quite like to play', 
what do you think you might do?
R. Well, maybe I would wait until they - well, maybe I would go up
and ask the person was playing the game and ask if I could 
play and if they said 'no' then maybe I would get a bit cross, but 
then I would think of going to find some other friends.
I. Find some other friends to play with. So, if they said 'no' you'd
feel a bit hurt and upset - you'd feel a bit cross?
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R Yeah, because ifs not very nice to say 'no' to people, but you
kind of, em, they, you can say 'no' to people sometimes if they 
are asking you a question, like if you've got a pony you can say 
'no'.
I. Hm. So that would be alright? Because if you haven't got a
pony (No) and you're just telling them something (Yeah). But 
if  you were to say, 'can I come and play?' and they were to say 
'no', that would not be alright? (No). Because that would upset 
you (Yeah).
The extract above is instructive, it demonstrates clearly Rosemary’s grasp of'the 
adult rules of engagement*. It is quite acceptable to say no' to somebody when they 
have asked you a factual question to which the correct answer is no'. It is less 
acceptable to say no' to somebody when they ask to initiate social contact. In the first 
segment, Rosemary feels justified in getting a bit cross', when she is refused access 
to a game that she has asked to join in. She gives her reasons for this in the second 
segment.
Criterion 2) In the situation investigated in Question 8 (What would you do if you were 
an outsider?), the respondent indicated that they would play with someone else or 
possibly ask to join in (both answers associated with the independent profile). After 
the 'would you see a teacher" prompt, they replied that they might' and would ask the 
teacher to instruct the others to let the child join in and have the teacher tell the others 
off.
Examples of Criterion 2.
Class 1A S 68 (Maitai) Pre-intervention interview.
Maitai has identified the outsider in Picture B as being 
excluded because there are only a limited number of chairs available 
to the participants:
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L Right So what do you think he's feeling?
M. Mad
I. What can he do about it?
M. He can say 'please can I play?'
I. He can say 'please can I play ?' - and what are they going to
say, do you think Maitai?
M. No.
I. Why?
M. Because, they don' (t), because they dont want him to play.
I. OK, OK. And why is that?
M. Because they dont like him
I. Alright. OK. So whafs he going to do?
M. He's gonna, he's gonna arx another friend, and he's gonna say
'please can I play?' and the friend's gonna say 'yes'.
I. So he's going to find somebody else to play with. He's going
to walk away from this and find somebody else?
M. Yes.
I. Right. Em. He wont call a teacher?
M. Yeah, he's going to call the teacher.
I. And whafs the teacher going to do?
M. Let him play.
I. Right. OK. Have you ever found yourself in a situation like this
(Nods). What do you do?
M. I tell the teacher they wont let me play
I. And what does the teacher do?
M. The teacher says 'let her p/ay".
Criterion 3) Intermediate answers are not secure. The respondent may be influenced 
by their own negative emotions which can lead to a reversion to answers in line with the 
Teacher dependent' profile. Question. If you were the outsider what would you do? 
Answer. 'Ask to join in' Q. If they said no' what would you do? A. Get the teacher 
to help integrate or tell the others off.
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Example of Criterion 3.
Class 1C S 92 (Rosemary)
This segment continues on from where the previous segment 
of Rosemary's interview leaves off. In that segment Rosemary has 
been discussing her interpretation of the adult rules of engagement. 
In what follows she demonstrates her mixed response to rejection by 
her friends:
/-  Would you ever think of talking to a teacher about it?
R. Well, if they was just my friends, I would go and ask their 
teacher, because if I just had those as my friends, then if they 
said 'no', I would go and tell the teacher and if the teacher says, 
goes off, and asks me to play then that would be good, if, em, 
and if she says, and she might even say 'no, you can make 
some more friends in there' and you would have more friends.
Note the recognition that the teacher might suggest that she goes and plays with 
somebody else ...you can make some more friends in there' - which would lead to a 
beneficial outcome.
Criterion 4) There are indications in some instances that the small group situation 
(Picture B) is handled less dependently than the large group (Picture A). The answers 
given indicate that the respondents are more inclined to attempt to integrate in the 
small group than in the large where they will either do nothing or ask the teacher for 
assistance.
Example of Criterion 4.
Responses to small group are more proactive than those to 
larger group.
Class 1A S 61 (Sherrin) Post- intervention interview.
Picture B. Sherrin had identified the outsider as being excluded 
by the insiders. Sherrin perceived the outsider to be angry because
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of this. The following segment starts with the interviewer making a 
short reprise of that which had gone before:
I. OK. These are what? Do you think that they are aii playing 
together?
S. Yeah.
I. Right, and they're not going to let her play?
S. Yeah.
I. And she's got angry about it
S. Yes.
I. What do you think she can do about it?
S. She might say 'please can I play?'
I. OK and do you think they may let her play then?
S. Em, yes.
I. (Were you in the outsiders situation) What would you do?
S. Em, I would say please 'can I play*
To the same questions in Picture A, Sherrin replies:
I. Whafs going on here?
S. They are playing, they are.
I. Hmm.
S. And, he's em, looking at them.
I. And how do you think he's feeling?
S. Angry.
I. Why do you think that might be?
S. 'Cos, em, I think that they didn't let him play.
I. Have you ever found yourself in a situation where people won t
let you play with them?
S. D ont know.
I. No. How do you think you might feel if you were?
S. Sad.
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/. Would you? And what do you think you might do about it?
S. D ont know.
5.4.4. Category Four. Peer-Orientated. (PC)
General Overview.
Children giving Peer-Orientated' answers see themselves in a system of clearly 
defined relationships with both teachers and other children. With regard to the 
relationship with teachers, they recognise that the teacher is in a position of control in 
the relationship but are clear that this involves a reciprocal set of rights and duties for 
each party. In terms of their relationship with other children, this is seen as being 
grounded in equality. This relationship is also bounded by reciprocal rights and duties. 
In both sets of relationships, there is clear recognition of infringement of these reciprocal 
rights and duties.
Specific Criteria.
Criterion 1) The answers given contain little or no direct reference to the teacher. 
Responses concerning the teacher, in the main, need to be prompted.
Examples of Criterion 1.
Class 1A S 60 (Stanley) Picture A. Pre-intervention interview.
Stanley has identified the outsider as feeling grumpy', the 
insiders are feeling 'happy':
I. And the others are happy, OK. Now, have you ever found
yourself in the same situation as this little boy, on the outside 
and they wont let you play?
S. Yeah.
I. So what happens then, what do you do?
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s. I just go and get somebody etse to play with, and they come 
up and say 'can I play?', and I say 'no', to them, and they go 
and play by themselves.
Class 1C S 81 (Gerry) Pre-intervention interview.
I. Have you ever found yourself In a situation like this, where
you've been playing in a game and somebody's said there's too 
many people and you cant play with us anymore?
G. No.
I. You haven't, OK. Have you ever been in a situation where you
would have liked to have joined in a game and people have 
said there's too many people and you cant play?
G. Em, er, no. But I have been in the situation of someone else
wanting me to play but me not wanting to play.
I. Oh, I see. They would have liked to play with you (yeah) but
you didnt want to?
G. Hmm.
I. What did you do then?
G. I would say, 7 cant play. I'm playing with someone else right
now'
Gerry's use of the future tense in his answer makes it unclear as to whether he 
has actually done this or thinks he would do this were such a situation to arise. It is not 
unreasonable to suggest that, whatever the actuality in either of the putative cases, 
Gerry is responding in terms of a peer-orientated relationship.
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Criterion 2) Such Peer-Orientated children are interested in making social contact with 
other children for their own reasons, rather than any feelings of obligation or coercion 
engendered by the 'adult rules of engagement'.
Example of Criterion 2.
Class 1C. S 92 (Rosemary). Post-intervention interview. Previous examples taken 
from Rosemary's pre-intervention interview have been used to illustrate aspects of the 
Intermediate category. At post-intervention Rosemary was judged to have changed to 
Peer-Orientation. Rosemary has identified the outsider in Picture B as being excluded 
because there is not enough of the shared drink to stretch four ways. She has just 
been asked if she has ever been excluded from a social situation herself. She replies 
she has not been excluded from a situation like that depicted in the picture.
R. i've only been like that in a game.
I. Right. What game was that?
R. No reply. Appears to be deep in thought.
I. No? It doesn't matter. Can you remember what happened
then? Did they say you couldnt play.........
R. No, ifs a game, and they were all sitting down and they said
'No, you were out. Now you're playing the game and now
you're out and you'll have to wait until we're finished'. And I
said 'Why do I have to do that?' And they said 'You'll just have 
to.' And then, after a few minutes they were still playing, and 
then I just asked them if I œ uld go in again.
I. And what did they say?
R. They said 'yes'
I. Yes. OK. Alright. If  you were one of them and you saw a giri
on the outside, what do you think you might do?
R. i would. well, if they were all sharing that drink, I would ask
the one who was playing the game if she could.
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I. If  she could play? So you would ask the one whose game it
was, or whose drink it was (yeah), if she could have a bit 
(yeah), and if they said no? What would you do then?
R. Get my own drink and give it to her.
i. You would? Thafs very nice of you. Why would you do that?
R. ‘Cos then she'd got what she wanted.
Criterion 3) Although teachers are sometimes called upon to assist in structuring 
social relationships, this is usually in a situation of perceived emotional or physical 
threat which the peer-orientated child feels unable to cope with by themselves. A 
simple example would be when another child offers unprovoked aggression.
Example of Criterion 3.
Class 1A S 60 (Stanley) Pre-intervention interview. This segment is taken from a little 
further on in the same interview cited in the very first example. Clarification is sought 
regarding the role a teacher might play. Stanley has been talking about his best friend', 
Stakis. He has just commented that, if he, Stanley, were an outsider he would first of 
all seek out Stakis:
I. So you go and see Stakis and play with him?
S. Yeah - / a/ways play with him.
I. You always play with him. But do you, em, em, it's this teacher
thing I don't understand.
S. What?
I. Well, I'm not clear if you would see a teacher.
S. I wouldn't. I would Just go and get somebody else and play with
'em.
I. Right. Right. If  somebody was nasty to you would you go and
see a teacher then?
S. (Nods) Yes.
I. Would it depend how nasty they were to you?
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s. I'd fell teacher if they were really nasty. Like if they're not very
nice, I'll do. I'll just go away and leave them.
I. Right, so like if they just called you a name, or just pushed you
a bit?
S. I do, I want to tell teacher.
I. But maybe if they sort of hit you or kicked you?...
S. I'd tell o f them.
Criterion 4) The Peer-Orientated child is aware of other's emotional states and on the
basis of this perception is able to distinguish their own appropriate responses. For
example, such a child would be wary of another child appearing to be cross or angry 
in a potentially aggressive manner. However, a Peer-Orientated child might well 
engage with a potentially aggressive child if they discerned that their anger was not 
personally threatening and that such anger arose, for example, from frustration at being 
excluded because they did not know the rules of a given game. In such a situation, 
the peer-orientated child might well engage with the angry child in an attempt to teach 
that child the rules of the game. This is not to suggest that the Peer-Orientated child 
is a paragon of virtue and will attempt to integrate others whatever the situation. In 
being clear that they are engaged in a relationship with other children, Peer-Orientated 
children are aware of the element of choice that such engagements allow. They can 
and do, exercise such choice.
Example of Criterion 4.
Class 1C S 81 (Gerry) Post-intervention interview.
I. OK. Let's suppose you were playing (with the friends Gerry
has just named), and you looked up and saw somebody 
standing on the edge, looking like they quite wanted to play but 
didn't know how to. Would you do anything?
G. Er, I'd let them play and tell them how to.
I. Right. Right. So....
G. Or, or, if I had too many people already. I'd say no.
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Criterion 5) Peer-Orientation can derive both from positive or negative social 
experience. In some circumstances positive prosocial behaviour blooms into the 
recognition of the existence of peer relationships. In others, it is the recognition of a 
degree of separation from others and the concomitant search for close social 
relationships that results in awareness of the relational nature of peer interaction.
Example of Criterion 5.
Class 1A S 72. (Irno) Pre-intervention interview.
Irno has just explained that he has been excluded:
I. What did you do in that situation?
irno. Em, I asked evetyone, 'can I play?' and the rest said 'no'.
I. Why did they say that?
Imo. (Inaudible due to classroom noise) ..with their friends.
I. Right. So, they are all playing with their friends and they don't 
want to let you play. Does that mean 'cos you weren't friends 
with them?
Imo. (Nodding) Yes.
I. What did you do after you'd asked them? 
imo I Just went for a drink. I Just go to the (inaudible due to 
classroom noise) and then I came back outside and I told the 
children in 1A and they said 'no'.
I. And they said'no'? Well, that wasn't a very happy moming.
What did you do then?
Imo. I Just played all by myself.
I. You played by yourself. Were you upset? How did you feel?
Imo. Em, sad.
I. Does that happen often?
Imo. (Nodding) Yes.
I. Oh dear. You've got some friends that you play with though?
Have you?
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Imo. Yes, but they wasn't there.
This a somewhat poignant section of the interview. Later on in the interview, Irno 
makes it quite clear that he has a group of friends and is well integrated in the class. 
This assertion was borne out by reference to the quantitative data and by playground 
observation.
5.5 Classification of Pupils into the Typology.
After reading, coding and formalising the criteria used for the typology (as 
described above), each interview was then re-read. On the basis of this reading each 
child was assigned to one of the categories in the typology. As has been explained in 
the forgoing sections, assignment to the categories 'Does Not Relate to Others'; 
Teacher-Dependent' and "Peer-Orientated' was relatively straightforward. The 
Intermediate' category was more difficult to classify. However, this category received 
most attention from the independent rater and as inter-rater reliability was relatively high 
(at 87%) such classifications were gauged to be relatively secure. These classifications 
were made on both pre- and post-intervention interview responses. The classifications 
are tabulated below:
Table 5.1 Class 1 A. Classification of Pupils by Typology. Pre- and Post-
Intervention.
Class !A Pre-Intervention % Post-Intervention %
Non-classifiable 3 11.1 3 11.1
Does not relate 
(DRO)
5 18.5 3 11.1
Teacher
Dependent
11 40.8 11 40.8
Intermediate 4 14.8 5 18.5
Peer-Orientated 4 14.8 5 18.5
Totals 27 100 27 100
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Table 5.2 Classification of Pupils: Breakdown by Gender
DRO TD Inter PO
M F M F M F M F
Pre- Intervention 3 2 6 5 0 4 3 1
Post-
Intervention
2 1 5 6 1 5 4 1
Table 5.3 Class 1C Classification of Pupils by Typology. Pre- and Post- Intervention.
Class 1C Pre-Intervention % Post-Intervention %
Non-classifiable 2 8 2 8
DRO 6 24 4 16
TD 11 44 13 52
Inter 5 20 3 12
PO 1 4 3 12
Table 5.4 Classification of Pupils: Breakdown by Gender.
C lassic DRO TD Inter PO
M F M F M F M F
Pre-Intervention 4 2 6 ' 5 2 3 1 0
Post-Intervention 3 1 7 6 1 2 2 1
Key: M = male, F = female
As can be seen from the tables above, the two Classes were somewhat similar, 
both in distribution of the four categories pre- and post-intervention and in the degree
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of change within categories. Changes in category are regarded hereafter as positive 
when the movement is toward Peer-Orientation and negative when it is away from 
Peer-Orientation. In Class 1A, five changes of category occurred, four positive and 
one negative. The positive changes were equally divided between the sexes, the 
negative change was from a girl. In Class 1C, a total of six changes were registered, 
five positive and one negative. Of the positive changes, three were girls and two 
boys. The negative change was, as in the case of Class 1A, a girl. In the following 
section these changes will be examined in greater detail.
5.6 Changes in Classification.
The previous section closed by noting that between the two intervention classes 
a total of eleven changes of classification occurred. The five changes in Class 1A 
represent a change of 21.74% of the codable interviews. For Class 1C, this figure is 
26.08%. On the basis of the codable responses, the positive changes in Class 1A 
amount to 16.67%, the negative change 4.17%. In Class 1C, the figures are, 
respectively, 21.74% and 4.35%. It is noteworthy that slightly more change occurred 
in Class 1C. This point will be revisited after the consideration of the changes that 
now follows.
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Table 5.5 Changes in classification pre- and post-intervention for Classes 1A and 1C.
DRO TD Inter PC Total
Class 
1A 
(3 n/c)
Pre-
Intervention
5 11 4 4 24
Post-
Intervention
3
(Minus 2)
11
(Minus 1, 
Plus 2)
5
(Minus 1, 
Plus 2)
5
(Minus 1, 
Plus 2)
24
Class 
1C 
(2 n/c)
Pre-
Intervention
6 11 5 1 23
Post-
Intervention
4
(Minus 2)
13
(Minus 1, 
Plus 3)
3
(Minus 3, 
Plus 1)
3
(Plus 2)
23
Key: n/c = non classifiable
5.7 Changes in Class 1 A.
Four of the changes in Class 1A were in a positive direction and one negative. 
The positive changes were:
a) from Teacher dependent to Intermediate,
b) from DRO to Peer-orientated,
c) from Intermediate to Peer-orientated,
d) from DRO to Intermediate.
There was one negative change, this was from Peer-Orientated to Teacher 
Dependent. Of these changes, the second (change b.) stood out as being atypical. 
Further enquiry with the class-teacher elicited the fact that this pupil had joined the 
class only two weeks prior to the researcher's arrival. It was also the case that this 
pupil was among the first pupils to undertake the pre-intervention interview. It is quite 
possible, therefore, that the dramatic change in the pupil's responses to the pre- and
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post-intervention interviews reflected the pupil's own process of settling into the class 
rather than any effect of the intervention. It was decided, therefore, to disregard this 
change. The total of positive changes in Class 1A was three.
The DRO category has been highlighted as being of especial interest to this 
research. Any change from this category warrants attention. In the pre-intervention 
interview, Maitai (S 68 cited above) was somewhat reluctant to answer the questions 
and concentrated her responses on the anger that the outsider would feel from being 
excluded and the anger she would feel from similar exclusion:
M. They playing a game that they want - they don T want to let him
play.
I. Right. So that's made him cross, right? What do you think
that he can do about this?
M. Play another game.
I. Play his own game? Find another one? Do you think he might
find a teacher?
M. Mmm.
I. Might, if  you found yourself in a situation like this where
everybody was playing in a game, and you wanted to join in?
M. Yes.
I. What do you think you might do?
M. I'd be very (inaudible - ? angry) with them.
I. You'd be very angry with them? What do you think you might
do then
M. 20 seconds silence.
I. Would you ask to Join in?
M. (No reply)
In the post-intervention interview, Maitiai's position is somewhat modified. In 
this segment she has identified the outsider in Picture B as being excluded because 
there are not enough chairs to accommodate her. (Although the majority of children 
identified the outsider in this picture as being female, she wears a bow in her hair
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which is somewhat obscured, some recognised the outsider as male. When this 
occurred, as in Maitai's case in this segment, no attempt at correction was made.) 
This section of Maitai's answer has already been given as an example of Intermediate 
responses illustrating criterion two. For the sake of brevity, it will not be repeated 
here.
In his discussion of social development, Kutnick refers to a 'stair-like sequence’ 
(Kutnick, 1988:105), new understandings of relationships, both with peers and adults, 
are built upon old. The implication here is that, if new and tentative relationships are 
in anyway thwarted, the child is able to revert to the old understanding as a guide for 
behaviour. Kutnick's (1988) formulation is couched as an abstract description of the 
process. In practice, at the point of change, the child may well vacillate between the 
new insight into the nature of her/his relationships and the earlier understandings. 
Maitai's answers in the segment clearly illustrate the fluctuation between Peer- 
Orientation and Teacher Dependency that is characteristic of the 'Intermediate' 
category. The outsider is going to ask 'another friend' and will say 'please can I play' 
to which the friend 'will say yes'. The 'adult rules of engagement' are evident in the 
'please can I play'. When prompted, Maitai indicates that the outsider would call on 
a teacher to 'let him play' and that she too, will ask a teacher to 'let her play'.
The fact that Maitai's transition is across two categories prompted caution. 
Unlike the other change across two categories (referred to prior to the discussion of 
elements of Maitai's interview) Maitai had been in the school since reception, so the 
change was not attributable to any process of settling in. The only other change 
across two categories was in a negative direction, from Peer-Orientated to Teacher 
Dependent. This is discussed in the following section and seems likely to have 
occurred because of an incident immediately prior to the post-intervention interview 
which reflected in the interview (see below - Josie), but a careful re-reading of both 
Maitai's interviews gave no indication of anything out of the ordinary by way of 
responses in either of the interviews. It was therefore decided to let the change 
stand.
With regard to the negative change, careful re-reading of the pupil's interviews 
in the light of the change led the researcher to the conclusion that some incident had
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clearly upset the interviewee at a time close to the post-intervention interview. The 
difference in responses was really quite dramatic:
Class 1A S 59 (Josie) Pre-intervention interview. Picture A.
Having identified the outsider as being 'upset' because he had been 
excluded by the insiders for not being 'their friends', Josie is asked:
I. If  you were playing with this group of people and you saw
somebody on the outside, all on their own what would you do ?
J, I would help him piay.
I. You would? How would you do that?
J. i'd say 'Can you please play with this boy, because this one's
all lonely and he's no-one to play and I've already got one to 
p /a /
/. Right Who would you say that to?
J. To this group.
I. To the whoie group. Right Let's do it the other way around,
if  you were watching a whole group of people playing and you 
wanted to play with them.....
J. I would Join In.
I. You would? Would you go and ask anybody? Who would you
ask?
J. All the group.
I. You'd Just say - what would you say?
J. Can I play with you?
The rest of the interview proceeds in much the same tenor. There are, in fact, 
two pre-interviews with Josie. This was fortuitous. The researcher had mistakenly 
thought that the original interview had been over-recorded. The interview was thus 
repeated some two weeks later. In the subsequent transcription sessions the original 
interview came to light. Both interviews gave evidence of Peer-Orientation similar to that 
described in the above segment. The post-intervention interview elicited the following
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responses to the same interview segment described above. Josie has identified the 
outsider as being 'cross' as he has been excluded because to many children are playing 
in the game:
/. He's cross is he? Whafs he going to do, do you think?
J. Gonna tell a teacher
I. He's going to tell a teacher. And what do you think he'll want the
teacher to say to them?
J. Em, go and stand by the wall.
I. Go and stand by the wall? Really tell them off. OK. Why does
he want her to do that?
J. Because they don't let no one to play with (inaudibie) and he's
been asking all the people, and they say no, no, no, no, and this 
is the only people that he like.
I. Right. So he's very fed up with them? He wants the teacheid
make them suffer. Do you ever find yourself in situations like 
that?
J. Sometimes
i. In a big game? What do you do?
J. Go and tell a teacher.
I. What does It make you feel like?
J. Cross and angry.
I. Yeah? So you tell the teacher and does the teacher always,
does the teacher tell them to go and stand against the wall?
J. (Nods)
I. Always?
J. (Slight nod)
In the interview it was not clear from Josie's demeanour that she was upset, no 
mention of anything unusual was made in the interview field notes for the day. However, 
the juxtaposition of the two interviews indicates a very clear difference in her attitudes. 
It is plausible that the clue to any upset that Josie might have felt at the time of the post-
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intervention interview lies in the element of the answer given in the second segment 
above; 'he's been asking all the people, and they say no, no, no, no, and this is the only 
people that he like'. Josie's insistence on the teacher punishing the insider children also 
deserves comment. It may be speculated that Josie had been rebuffed by friends in the 
playground prior to the interview. Of course, this is speculation and no firm conclusion 
can be reached. For reasons that are unclear, Josie radically changed her position 
between pre- and post intervention interviews. Such a change of perspective does not 
undermine the general position argued here. As was argued regarding Maitai, Kutnick 
(1988) views social development as a stair-like sequence', when new schemata for some 
reason fail, the old remain as a tried and tested basis for action. The change from adult 
orientation to peer orientation is a process occurring overtime. It is not a clear cut, once 
and for all-time change in the manner of a revelation. It is quite consistent with the 
argument that short term, situation specific reversals can take place. It is clear from the 
pre-intervention interviews that, in the abstract at least, Josie has some positive 
conception of peer orientated relationships, even if these can be somewhat bruised by 
everyday experience.
The remaining two changes are both positive and of one step only. The first 
change to be considered here was from Teacher Dependent to Intermediate.
Class 1A S.47 (Ashar) The segment picks up in the discussion of Picture B. 
Ashar has just been asked question six (If you were the insider, how would you treat 
the outsider?). Ashar, who has previously indicated that he thinks the scene depicts a 
game, replies that he thinks that the outsider might sabotage the game 'He's gonna up 
and pick up all three people and sit on the three chairs':
/. Oh, really. Is that going -?
A. And lie down.
I. Is that going to mess the game up?
A. Laughs
I. Is it? Is that going to mess the game up?
A. Nods. [  ]
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I. Would you be annoyed?
A. (Laughing) No.
I. No, alright Em, do you think you might go and get a teacher?
A. Yes.
I. You think you might?
A. if  there's three people sa y  to him, you can ï  play - so he can go
away and teii the teacher. And teacher gonna come - and he's 
going to say 'three people can play' and then he sa id,teacher 
go away. So he said 'please can I play?'and then the three 
people say 'yes, you can play.'
In the same segment, at post - intervention interview, Ashar responds as follows:
(■.......... .....and you saw this girl here, wanting a drink, what do you think
you might say to her? What do you think you might do?
A. I will say 'ah, yes you can'.
I. You would say 'you can', if  these other two said 'no, we don't
want her to', what wouid you do?
A. Er, then they wiii say 'no, you can't
I. Right. Then, what wouid you do?
A. I wouid then, er, her a one drink
I. You wouid give her a drink nevertheless?
A. Yeah.
I. OK. OK. Wouid you call a teacher if you were in this group?
A. (Surprised) No!
i. OK. OK. You don't have to. Just wondering.
Whilst Ashar makes references to the teacher during the course of the interview, 
the general tenor of his answers was far less teacher orientated. The genuine surprise 
at which he greeted the question above was indicative a move away from his previous 
Teacher Dependency.
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The final change was from Intermediate to Peer-Orientated. In the pre­
intervention interview, when asked about Picture B, Laura identifies the group as 
'talking';
/. Talking. OK. And whaVs this little girl doing here?
L. Er, she's getting cross.
i. Why do you think she's getting cross, Laura?
L. Because they won't let her play.
L [  ]  What do you think the girl can do?
L. I don't know.
I. [  If  this were you], what do you think you might do if you wanted
to taik to them?
L. Em, er, em, i wouid, em, i'd Just teii somebody.
I. Who do you think you might tell?
L. One of the children's teachers.
I. Teachers?
L. Yeah.
I. OK. [  ]  If  you were sitting in a group of peopie like this and
you saw somebody on the outside [  J what do you think you 
might do?
L. Er, I'd find somebody else to play with,
i. Would you talk to the person on the outside?
L. Em, no.
The vacillation between Teacher Dependency and Peer-Orientation, which is 
indicative of the intermediate stage, is clearly apparent in this segment. At post - 
Intervention interview, Laura is far more committed to a Peer-Orientation. The segment 
is again taken from the Picture B section, Laura has identified the insiders as not 
letting the outsider play;
I. What do you think she feeis about this?
L. Cross.
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/. You think she's cross?
L  i think she's a bit sad as weiL
I. And a bit sad as weii. OK. What do you think she can do
about this?
L. Em, nothing.
I. Nothing. OK. Do you think she might go and see a teacher?
L. Might do.
I. You don't reaily sound convinced about that. What else do you
think she might do?
L. Goes piay with somebody eise.
I. [If you were on the inside and you saw an outsider looking like 
she might want to Join in] would you do anything to help her?
L. I'd let her play.
I. Would you? How would you go about doing that?
L. What?
I. How would you do that?
L. I would arx her If she wanted to play. If  she did, then I would
let her play.
I. Right, what wouid you say to her?
L. Er, I'd say 'do you want to play with me?'
I. That's very nice of you, why would you do that?
L. Hm, because Tm friends with everybody. (Laughs).
Note Laura's recognition that the outsider is both 'cross' and 'sad' (see section 
7.9). In both interviews, Laura's demeanour was humorous and confident. With regard 
to Picture A, Laura's responses were similar to those in the above examples. There 
was no indication that she felt inhibited by the interview situation either at pre- or post­
intervention. It is for this reason that a change of category was deemed to have taken 
place.
5.8 Class 10
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In Class 1C, six changes in typification were registered. Five were positive and 
one negative. The positive changes were:
a) two from DRO to Teacher Dependent,
b) two from Intermediate to Peer-Orientated,
c) one from Teacher Dependent to Intermediate.
The negative change was from Intermediate at pre-intervention interview to 
Teacher Dependent on post-intervention interview. None of these changes 
encompassed more than one category in either direction . As with Class 1A, it is the 
changes from the DRO category that are of primary interest.
C la s s ic  S 74 (Alvin) Pre-intervention interview.
/. What do you do in the piayground?
A. Em, people don't reaily play with me.
i. Don't they?
A. But i have fun singing songs.
i. Oh. Do you ever try and go and piay with anybody?
A. Yeah. I ask peopie but they won't iet me.
I. Do you mind it very much?
A. No.
Asked what he does in the playground apart from singing songs, Alvin
replies:
A. i do running.
I. Uh huh.
A. What eise do i do, I do some Jogging (pause)
Later in the same interview, while answering questions on Picture B, Alvin is 
asked if he would help the outsider to join in. He replies 'No. Because we didn't want 
them'. When asked why this should be the case he replies:
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A. Em, and if she drank aii the drink and there was biscuits and
that, she ate aii that up, we wouid teii the teacher.
I. You wouid teii the teacher?
A. Yes.
I. OK. You wouidnl: share the biscuits and the drink with her?
A. No.
/. No? No.
A. She might do that,
i. What, drink it aii up?
By the time of the post-intervention interview Alvin has somewhat shifted his 
position. Although some of his answers are still strongly indicative of the DRO  
responses in the pre-intervention interview, clear references to the teacher appear. 
This segment is taken from the answers to the questions relating to Picture B. The 
outsider is excluded for the same reasons Alvin gave for her exclusion in the pre­
intervention interview - there are not enough chairs and she :
A might drink aii the miik and eat all the biscuits.
i. Right. So what do you think she's feeiing about aii this?
A. She's feeiing very angry.
I. Is she? And what can she do about it?
A. Go and say 'piease'
I. And if she say's 'piease'to them?
A. They might say no.
I. What would she do if they said 'no'?
A. She would get very cross.
I. What would she do then do you think?
A. She might bash - push them.
i. She might get angry and push them. What do you think you
might do in a simiiar situation?
A. Well, I would just go and tell the teacher.
I. You would? And what would you tell the teacher?
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A. They won't let me join in.
I. And what wouid the teacher do?
A. Teii them to let me join in.
It is clear from the above that Alvin has begun to see that the teacher is an 
approachable resource. For the sake of brevity, only this segment will be reported. 
Later in the section of the same interview devoted to Picture A , Alvin was asked if he 
would help integrate an outsider into a group in which he was already playing. In the 
pre-intervention interview Alvin was clear that he didn't play in groups as he was 
seldom asked to join in. To this question he gave no indication that he did not play in 
groups and suggested that he might well invite the outsider to play 'to not make him 
feel all sad'. This is an answer expected from a Peer-Orientated child. However, 
Alvin's fairly constant references to the role of the teacher located him firmly in the 
Teacher Dependent category
The change in the second pupil was somewhat less clear-cut than that of Alvin. 
Nerys' answers to the pre-intervention interview were at the margin of the DRO range. 
It was the reference to possible violence in the Picture B section of the interview that 
defined her as a DRO subject. A segment from this interview is given below to 
illustrate the point being made:
C la s s ic  S 88 (Nerys) Pre-intervention. Nerys has been asked to identify what is 
going on in Picture B:
N. They're having a picnic and the bad person's coming to speak
with them, 
i. Why do you think that?
N. Because, she wants some of their food.
I. Right. And do you think they are letting her have any?
N. No, because she's being mean.
I. Em, how is she being mean?
N. By not sharing. She's saying 'can I have some of that?' She's
not saying the magic word.
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I. What's the magic word?
N. Please.
I. Please. Right. How do you think she's feeling at the moment?
N. She's feeling angry.
I. Uh huh. And what do you think she could do?
N. She could punch them.
I. Really?
N. Yeah, and take their food.
Note here the assumption, on Nerys' part, that the outsider is a 'bad person'. 
Earlier, in the section devoted to the characteristics that define DRO children (5.4., 
Criterion 6), the propensity to assume negative connotations regarding the outsider 
was specified. At the same time, Nerys is aware of 'the adult rules of engagement', 
as evidenced by her reference to the 'magic word - please'. A little later, Nerys is 
asked what she would do if she were the outsider in this situation:
N. If I was really nice with her, and if I was good, I would say
'please can I have some?
I. Would you think to ask a teacher at aii?
N. If  we had to ask a teacher first, or you couid ask them
I. You could ask them?
N. Yes, or the teacher
I. So, let's suppose you ask them and they say 'no'. What would
you do then?
N. I would, I would still try to beat them up, but I think if I was
good. I'd Just go away.
In the post-intervention interview Nerys modifies her position a little. In answer 
to the questions regarding the outsider in Picture A, Nerys opines that he is excluded 
because there are too many people playing in the game:
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N. Yeah, and (inaudible) after they've done it, they see him and
they say 'you can't piay', because there's so much people.
There's too many people here.
I. Right So how is he feeling now?
N. Angry.
I. And what can he do about that?
N. Weil, what them can do, what he can do is spoii aii their
games. Like he'll run through the circle and push every one 
over.
I. Right. So he'li be quite nasty about it. Do you think he wiii talk
to the teacher?
N. Well. Well, (15 second pause) well, I think he should go to the
teacher. But if he, if he were quite angry, he'd think about it 
and say 'piease can I come into the game?' I think they will
say 'yes', but if he's really angry he'll tell the teacher.
Although there are still clear indications of DRO responses, these are mitigated 
by such expressions as 'I think he should go to the teacher*. Again, when the boy is 
quite angry he will stop, think, and then ask if he can join in after saying 'please'. If the 
boy is really angry, 'he'll tell the teacher*. While these responses do not indicate a 
radical change, these, and others like them, lead to a clear indication of Nerys' 
emerging recognition of the role of the teacher and a potential for dependence upon 
them.
-
Two of the changes were from Intermediate to Peer-Orientated.
Class 1C S 78 (Derry) Pre-intervention interview. Picture A. Derry has identified the 
outsider as being 'cross' because: ' / think he don't like that game' :
I. [  J Have they said he can't play?
D. No.
I. What do you think he can do?
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D. / think he can push in and join them.
I. [Lets suppose that this was you] What wouid you do?
D. Yeah. But i don't have a hat. Like that (indicates boy in picture)
in the play ground.
I. (Laughing) Yes, I know. Try to imagine that it was you [  ]  what
wouid you do to get to piay with this group?
D. Em, i wiii say, em. (Pause) Can i piay piease, your game. Thats 
what I'll say.
I. Right and if they were to say 'no', what would you do then?
D. Nothing, if there was nothing to say, no. Em (pause)
I. Would you think about talking to a teacher about it?
D. I'll like to talk to the teacher about it, I wiii.
The combination of the DRO response 'he can push in and join them', the Peer- 
Orientated response 'can I play please, your game' and the Teacher Dependent 
response led to the Intermediate classification. In the same section of the post- 
intervention interview, Derry identifies the outsider as being cross' and thinks that the 
outsider can 'go and play with someone else':
I. Right. So he can go and play with someone else?
D. Or, maybe, if there's more, more, maybe if that's all of the
friends there is, then it's nothink they can do.
I. Do you think he might go and taik to a teacher?
D. Yeah.
I. What would he tell the teacher.
D. I will tell the teacher that I Just don't try to Join in.
I. Hm.
D. Or if there's 'nother friends, then I'll play with them.
I. Right.
D. If  they'll let me Join in.
I. OK, em. Have you ever found yourself in a situation like this?
D. Em, yeah.
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I. Would you tell me about it?
D. Weii, I toid you already. Samuel doesn Ï  want me to play Theo.
He's Just said he wanted to play with Theo and not me. So I 
played with another friend.
I. Yes, you did tell me.
D. So thafs a suggestion. [OK] Of that happening to me.
Similar responses to Picture B, and subsequent playground observations 
confirmed the fact that Derry was quite capable of choosing between playground 
groups and integrating himself into games. The Peer-Orientated classification seemed, 
therefore, appropriate.
The second example of a change from Intermediate to Peer-Orientated is that 
of S 92, Rosemary. An example of her Intermediate responses was given in the 
section defining the Intermediate criteria (5.4.3. Criterion 3.), the example related to 
Picture A. In the cause of brevity it will not be repeated here. Her response to the 
same questions in the post-intervention interview, this time regarding Picture B, 
indicated a clear change of classification
I. Do you ever find yourself in a situation like this?
R. No.
I. No?
R. I've only been like that in a game?
I. Right. [  ]  Can you remember what happened then? Did they
say you couldn't play.... ?
R. No, ifs a game, and they were all sitting down and they said
'now you were out. 'Now you're playing the game and now 
you're out and you'll have to wait until we're finished'. And I 
said 'why do i have to do that?', and they said 'you'llJust have 
to'. And then after a few minutes they were still playing and 
then i Just asked them if i couid go in again?
i. And what did they say?
R. They said 'yes'.
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I. OK. If you were one of them and you saw the girl on the
outside, what do you think you might do?
R. I would. well, if they were ail sharing that drink, i would ask
the one who was playing the game if she could.
I. You would ask the one whose game it was if she could play?
(Yeah) Or whose drink it was (yeah) if she could have a bit 
(yeah). And if he said 'no?' What would you do then?
R. Get my own drink and give it to her.
I. That's very nice of you, why wouid you do that?
R. 'Cos then she got what she wanted.
Rosemary clearly recognises the fact of'turn taking' and accepts the ownership 
of the game by another. These elements combined with her intention to give the 
outsider some of her own drink, were this refused by the games' owner, all indicate a 
change to Peer-Orientation.
The final positive change in Class 1C was from Teacher Dependent to 
Intermediate.
C la s s ic  S 94 (Roshni) Pre-intervention interview. Picture A.
I. [  ]  Have you ever found yourseif in a situation iike this, when 
there's iots of peopie piaying and you're on the outside?
R. Nods. Hm.
I. What do you do then?
R. I tell her -
I. Tell who?
R. Them people who's playing a ring-a~ring-arosies, and when I
say to her 'can I piay?', he said 'no'
I. Oh, and what happens then?
R. Then I, then I go and teii a teacher.
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I. Do you? And what do you say to the teacher?
R. / tell the teacher 'some people when he's playing 'ring-a-ring-
aroses' won't let me play with me'
I. Right And what do you want the teacher to do?
R. Then the teacher say 'that little girl, let her play In the game'.
He'll say 'yes', then I can play.
In the same section of the post-intervention interview Roshni responds as 
follows:
I. Have you ever found yourself in a similar situation, where
you've gone up and said 'Oh, hello, can I play? And they've said 
'no?'
R. Yes.
I. Do you want to tell me a little bit about it? Can you remember
who said 'no?'
R. The littie boy, the baby boy.
I. Who said that?
R. (Names boy in her ciass. Boy ciassified as DRO)
I. [  J How did that make you feei?
R. Sad.
I. Did it? What did you do about it?
R. I piay myself then.
I. You played by yourself. Did you teii a teacher?
R. (Shakes head) No.
I. [  ]  One more thing, iets suppose that girl was you, and you
were playing, and you saw this girl come up, what would you 
do?
R. I'd say 'yes'
I. That you can play? Thafs very nice of you. Why would you do
that?
R. Because I can be her friend.
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In the section of the interview regarding Picture B, Roshni had indicated that she 
would seek a teacher's help if she was excluded from the situation. However, the 
concrete example she gave in the reported section and her subsequent intention to 
welcome an outsider into the game was sufficient indication to indicate the beginnings 
of a recognition of peer-based relationships. An Intermediate classification was 
therefore awarded.
The negative change in 1C was from Intermediate to Teacher Dependent. In 
the pre-intervention interview Ohsira responded with ambivalence concerning peers or 
teachers. This segment is from early on in the section regarding Picture A:
/. What do you think is going on here, Ohsira?
O. Em, they're having fun and he isn't
{. He isn't Why do you think he's not?
O. Because they won't iet him piay
L They won't let him play? Good. Em, what do you think he 
can do about it?
0 . He can maybe ask them 'please can I play?'
1. Right, and if they say 'no', what do you think he can do about
it?
0 . He can, he can tell a teacher if he likes and he can and the 
teacher will tell them to play with them.
1. Right. Right, but if they don't want to play with him, wiii they
like him if the teacher says they have to?
0 . They will, they will say 'go to play with your other friends'
The child can either ask to join in 'please can I play?' or 'tell a teacher if he 
likes', a response typical of the Intermediate category. In the post-intervention 
interview, Ohsira's responses are typical of the Teacher Dependent child. From the 
section enquiring about Picture B:
1. What's happening here?
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0. They're playing a game after that and they are saying 'you
can't piay, go and play with your own friends'.
1. So what do you think she's feeling at the moment?
0. Sad.
1. And what do you think she can do about it?
0. Go and teii a teacher.
1. And what wouid she want the teacher to do about it?
0 . Give them all a red slip or something.
1. Give them aii....
0 . Be, be horrible to the children.
1. The teacher to be nasty to the children, yeah?
O. Yeah
In the section of the interview regarding Picture A, Ohsira want's the outsider's 
mother to punish the other children by not giving them sweets after school. When asked 
what she would do if she were an insider in the group and saw a child on the outside 
she replies:
0. I'll say "why are you coming up to us when we are piaying a 
nice game'. And then if he'li say 'Oh, I want to play' then I will 
say 'yes, you can play if you like, but say 'please'
1. OK. So, if  he were nice and poiite about it and says 'piease 
can I play with you?, you'd let him play. [  ]  Why would you do 
that?
O. 'Cos if he doesn't say his manners, then I'll say 'no you can't
p la /
Unlike Josie (the negative change in class 1A), Ohsira did not appear to be 
brooding over any particular incident prior to the post-intervention interview. Nothing 
in this interview indicated quite the vehemence that Josie displayed. As has been 
previously noted, changes between categories are not envisioned as revelatory
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paradigm shifts. In the sixteen weeks that elapsed between these interviews it is quite 
possible that Ohsira remained vacillating between the two states.
These results clearly demonstrate that there were positive changes in both 
classes, and these were of a relatively substantial order - 1 3 %  in class 1A and 22% 
in class 1C. What was sought in the investigation were indices of change from teacher 
orientated to peer orientated responses. There were eight such positive responses 
compared to two negative responses. This is here interpreted as an indication of the 
potential positive effect of the intervention, in this case, with the Year One classes. Of 
the eight positive changes in both groups, three were from the DRO category, two of 
these changing to Intermediate and one to Teacher Dependent. Three changes were 
from the Intermediate to Peer-Orientated category. The two remaining were from the 
Teacher Dependent category, both to the Intermediate category.
It has been argued above that changes in classification cannot be seen as 'black 
and white' occurrences. Rather, they are to be viewed as indications of a transition 
from one category to another. It is quite possible that other positive changes were 
occurring, but that these were not picked up in the interviews as, on the occasion of 
the post-intervention interview, the respondent was in a negative state of vacillation. 
There can be no way of knowing this and it is a double-edged argument. It could 
equally be maintained that other, negative, changes were in process and that these too 
were occluded. However, that the positive changes outweigh the negative by a factor 
in excess of four to one rather diminishes the potency of this stance. The fact remains, 
a substantial minority seem to have been affected by the interventions.
This result is underscored by the finding, in the quantitative data analysis, that 
average liking scores, in both classes, increased over the period of the Intervention. 
However, these findings cannot be unequivocally linked to the Intervention alone. It 
is quite possible that the Intervention was a contributing factor, but it is impossible to 
say that it was the sole factor. Indeed, both class teachers, independently and upon 
separate occasions, commented that whilst they could see the potential of such an 
intervention, it would need considerably more time to have an effect than the eight 
weeks of half hour sessions that were available to the researcher. (Field Notes 1C - 
19.6.97 and 1A - 8.7.97) A further point should be noted here. The school time
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timetable put a premium on virtually every minute of the day. Whilst all the sessions 
with Class 1A were attended by the whole class, those with Class 1C, undertaken in 
the last half-hour of the school day, did not escape some depredation. Whilst the first 
three sessions were with the whole class, during the last five, six children per week 
were taken from the class to attend cookery classes. When this matter was discussed 
with the class teacher it was made plain that, whilst the class teacher regretted the 
'double booking', there was very little that could be done about it, as this was a 
National Curriculum requirement that had to be fulfilled and there was no other time 
available. The positive result from this, (although not too much weight should be 
placed upon the bald fact) is that despite these interruptions. Class 1C produced one 
more positive change than Class 1 A. Comment upon these results will be made in the 
Discussion chapter.
5.9 Children's Reflections upon the Intervention.
At the end of the post-intervention interview each of the children was asked a 
series of questions designed to elicit their response to the intervention. This exercise 
was undertaken 1) to gauge the children's response to the Interventions that they 
participated in, 2) to determine which of the elements of the Intervention were liked 
and which disliked (a form of'market research' anticipating any future work in this area) 
and 3) to see if there were differences in the way that the two different programmes, 
trust/dependency and communication/problem solving were received by the 
participating children. The questions were prefaced by some general remarks in which 
it was made clear that this was an informal enquiry. It was also made plain that it 
would not matter if they could not remember the names of the different elements. [The 
reader is referred to the brief listing of the exercises given in Chapter Three (3.10) and 
to Appendix Seven for a fuller description of them.] If this was the case, then a 
description of the exercise was sufficient. They were also encouraged to be critical if 
they felt critical of the Intervention. The questions, which are listed below in an 
abstract form for the sake of brevity, were always asked in the following order :
1) Can you remember the Intervention?
2) What specific exercises do you remember? If none, offer prompt.
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3) Which elements of the Intervention did you like best of all? (The pupils in class 
1A who mentioned the blindfold walk' as being their favourite were asked a 
subsidiary question:
3a) Did you prefer being blindfolded or steering?
4) Were there any elements of the Intervention you did not like? If so, which?
5) Considerable effort was expended in pairing you with others who were not 
necessarily people that you knew or were friends with. Do you think that this 
helped you to get to know anyone better? If yes, who? Do you still have 
contact with them?
6) Did you find that you did not like anybody after working with them?
7) Given the opportunity, would you want to do some thing like this again?
8) Are there any comments that you would like to make concerning the 
Intervention?
5.10 Class 1A. Trust and Dependency Exercises
The post-intervention interview was undertaken within four weeks of the 
Intervention. Twenty-five of the twenty-seven children in Class 1A answered this 
section in full. Of these twenty-five children, all bar one were able to remember at 
least one of the exercises without prompting. The most commonly remembered 
exercises were Blindfold Walk (60%) and Circle Sitting (44%). The Circle Sitting 
exercise was the most used exercise in the sessions, it is a whole class exercise and 
for the five year olds in this group proved quite difficult to achieve successfully.(A full 
list of all the exercises used appears in Appendix Seven. Circle Sitting was attempted 
in six of the nine sessions, it was successfully achieved twice).
It was clear from the response to question three {Which element did you like 
best?') that the Blindfold Walk was the favourite (60% of children cited it as the 
exercise they liked best). Of the fifteen children citing the Blindfold Walk as their 
favourite exercise, three (20%) expressed a preference for steering and ten (66.7%) 
preferred being blindfolded. Two expressed no preference. Circle Sitting (48%) was 
the second most stated preference. Face patting (20%) and body lifting (13.4%) were 
the next most popular exercises. Other exercises were mentioned, e.g. see - saws 
(6.7%), but none more than once.
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Very few of the exercises were cited specifically as being disliked. Sixteen 
(64%) of the children were clear that they disliked none of the exercises The Blindfold 
Walk was most common, being cited on three occasions only. All three children gave 
similar reasons for this. They did not like being blindfolded and felt uncomfortable and 
insecure when they were. Of the fifteen children that rated the Blindfold Walk as their 
favourite exercise, ten expressed a preference for being blindfolded. The finding that 
three did not like it presents a contrast. Of the other exercises which were not liked 
only one was mentioned more than once. Face-patting, in which paired children stand 
opposite each other with their eyes closed, gently feeling the contours of each others 
face, was mentioned twice (8%). Circle sitting and the see-saw exercise were the 
other exercises mentioned.
The responses to question five, ('Do you think that the exercises helped you to 
get to know anyone better?'), was somewhat disappointing in that fourteen (61%) of 
the twenty three respondents to this question answered 'no'. Of those that answered 
'yes' and cited names of those they claimed to have got to know better, none claimed 
to have had any further contact with those named after the end of the intervention. 
Where names were offered, these were checked against the three pupils liked and 
three pupils disliked nominations made by each child during the pre- and post test 
quantitative data collection. In four cases, the named child was found to have been 
given a 'like' nomination by the naming child, either at pre- or post-test. These were 
ruled out. It is possible that the children misunderstood the question asked of them. 
Of the five (21.7%) children who gave names that were not previously mentioned as 
friends, four were boys and one, a girl. Interestingly, all the boys mentioned girl's 
names (two of them citing two girls names each) and the girl gave the name of a boy.
It was not possible, during the course of the Intervention, to take notes of the names 
of pairs. Where these were remembered they were entered into the field notes 
immediately after the sessions, but by no means were all the pairings recalled. The 
field notes were checked but there was no mention of any pairings replicating the 
names cited by these children. It is, however, more than likely that these names 
represented previous pairings and it is rewarding to note that these pairings were 
remembered anything up to twelve weeks after their occurrence.
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Only two children were mentioned as being disliked (question seven). One girl 
mentioned another girl's name and one boy mentioned another boy. The disliked girl 
had been nominated as being disliked in the pre-test quantitative data collection, an 
existing animosity was being highlighted again. This was not the case for the boy and 
the reasons for his nomination can only be speculated.
Of the twenty-three children that completed all of the questions in this section, 
twenty-two (96%) replied positively to question seven (W ere you to have the 
opportunity, would you undertake the Intervention again?'). Whilst it is possible that 
some of the children were giving the interviewer the answer that they felt was required, 
it is unlikely that this is the case for all of them. The tenor of these answers also belies 
the possibility that an expected answer was being given. Positive comments ranged 
from 'They were nice’ or 'It was good fun' to 'I loved doing them' (on one occasion 
only). On two occasions the children spontaneously asked if it were possible to do the 
intervention, or parts of it, again. It is not unreasonable, therefore, to conclude that the 
Intervention was enjoyed by those that participated in it.
There were criticisms offered of some of the elements of the Intervention. The 
Circle Sitting exercise received particular criticism from a number of children for being 
rather rough. When the circle collapsed, as it often did, it was on to a hard wooden 
floor. Several bumps and bruises were sustained, but only one child specified this as 
a disliked exercise. Similarly, being blindfolded for the Blindfold Walk was disliked by 
three children but ten others stated that this was the part they liked best. The overall 
conclusion from the questions asked was that the trust and dependency exercises were 
greatly liked.
5.11 Class 1C. Communication and Problem Solving.
As was the case with Class 1A the post-intervention interview was undertaken 
within four weeks of the Intervention. The answers given by the children in Class 1C, 
to this part of the post-intervention interview present a very stark contrast to those 
given by the children in 1 A. There were three non-respondents among the twenty-five 
children from Class 1C who were interviewed post-intervention. In two cases the 
children answered the TAT questions successfully but became completely disengaged
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from the interview by the time of the last section. In the other case, the child was 
unwilling to answer any of the questions in the post-intervention interview which was 
abandoned.
Of the twenty-two children that attempted answers to the questions asked in this 
section of the interview only seven (32%), answered 'yes' to question one (Do you 
remember any of the exercises in the Intervention?'). Ten (45%), said that they 
remembered the exercises after being prompted and five (23%) had no immediate 
recollection of any of the exercises at all even after an initial prompt. In these 
instances the interviewer took time out to recapitulate at least three of the exercises 
involved, even then two of the children claimed to be unable to recall the exercises. 
One did recall the Guided Fantasy, a few moments later. (This was gratifying as it was 
not one of the exercises described in the recapitulation and did indicate some genuine 
recall). At most, two of the exercises were remembered by those children who were 
not prompted. The most remembered exercise, either with or without prompting was 
the Whisper Game. This was recalled by eleven children (50%). Like the Circle Sitting 
exercise used in Class 1A, the Whisper Game was used in six of the eight sessions. 
The Whisper Game is a whole class co-operative exercise and was useful in setting 
the scene for the other exercises that followed. The next most remembered exercises 
were co-operative drawing (five children -23%) and the Guided Fantasy (four children - 
18%). No other exercises were remembered more than once only by one child. In 
no cases were any of the problem solving exercises cited, either spontaneously or with 
prompting.
The Whisper Game was the most popular exercise, reported as best liked by 
twelve of the children (55%). This was followed by Co-operative Drawing (five children 
- 23%) and the Guided Fantasy (four children -18%). Co-operative drawing was one 
of the three exercises (the other two being, 'what I did' and 'how not to listen' - details 
of all of these are given in Appendix Four), that were given in the initial brief prompt 
or in the extended recapitulation. It is not surprising, therefore that it should be 
remembered. What is of interest is the fact that the Guided Fantasy was remembered, 
in some detail, by four of the children without any form of prompt, the only exercise 
that was.
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Only one of the exercises was reported as being disliked. One pupil responded 
that they had not liked co-operative drawing but was unable or unwilling to elaborate 
why this should be the case. The answer given by all the other pupils to question four 
'Were there any of the exercises that you did not like?' was 'no'. Given the fact that 
only seven children were able to remember any of the exercises unprompted and that 
ten needed a brief prompting before they could recall any of them, it is quite difficult 
to interpret these answers. In all probability the most likely interpretation is that the 
pupils did not remember the exercises well enough to form an opinion as to those of 
the exercises they did not like. Given the foregoing, it is quite remarkable to report 
that eleven of the children (50%) gave affirmative answers to question five 'Do you 
think that you got to know anyone better by doing these exercises?'. Of these two 
replied yes' but were unable to give any names, both answering that they couldn't 
remember who. The remaining nine (41%), were able to give names. These nine 
comprised six female and three male pupils. One of the males gave the names of two 
girls in the class. Five of the females gave two names, one girl and one boy. The 
remaining female and the two males each gave one name; the girl giving a boy's name 
and the boys giving one girl’s name and one boy’s name. All these names were 
checked against the 'like/don't like' nominations given at both pre- and post-test. In 
only one instance, the boy nominating another boy, were any of these names listed. 
This result was discounted. The remaining names were then checked against the 
fieldnote records of pairings that were made at the time of the sessions. As was 
discussed above, these were somewhat incomplete, as it was not practically possible 
for the researcher to make accurate listings during the course of the sessions. 
Unfortunately, none of the listings tallied against the names given.
However, while it cannot accurately be demonstrated that the names given by 
the children were those of partners in any of the sessions, equally it can not be 
demonstrated that they weren't. Some evidence exists to suggest that, at least in 
some of the cases, they may have been pairings. The prevalence of names from 
children of the opposite sex lends some support to the possibility that the names were 
remembered from the pairings as considerable effort was made during the sessions 
to ensure that opposite sex pairs operated, although this cannot be proven beyond 
doubt. It was a limitation of the research that accurate records of the pairings were not
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kept, but nothing in the piloting had indicated that this might be essential and the 
researcher was operating without assistance. What is remarkable is the fact that 41 % 
of the class were able to claim that they remembered the names of some of the 
children that they were, in all probability, paired with during the course of the 
Intervention without being able to remember, on the part of most of them, the contents 
of the Intervention itself.
Only four children, three girls and one boy, specified names of children they 
found they did not like during the course of the intervention. Two of the girls specified 
names of boys that they had nominated as disliked at both pre- and post intervention, 
leading to the conclusion that an existing animosity Was being highlighted again. The 
remaining boy and girl each specified an opposite sex name but no reasons for the 
dislike.
Answering the final question in the schedule, ( If  the opportunity presented itself, 
would you like to do the intervention again?') clearly created problems for some of the 
children. Two of them avoided answering it directly. In five instances, the responses 
(or lack of them) given to the questions previously asked in the schedule were such 
that the non-committal response elicited by the question was discounted. Eight 
children replied 'yes ', one replied 'a bit', two replied 'not really', three replied 'no' and 
in the one remaining instance the tape failed for some inexplicable reason and the 
answer was not recorded. These responses contrast dramatically with those given to 
the same question by Class 1A, where 96% of the class replied 'yes' (5.10).
As the responses to the questions in this section of the interview were, in 
general, not very forthcoming, it is difficult to arrive at any firm conclusion as to why 
the Intervention was received with such a marked lack of enthusiasm. For five of the 
children, the Intervention made such little impact upon them, in the sense that even 
after considerable recapitulation and prompting throughout the section, it was very 
apparent that they had great difficulty in remembering any part of the Intervention at 
all. Such criticism that could be garnered does not really allow firm conclusions to be 
drawn. The Whisper Game was generally liked, but several children commented they 
got irritated by those other children that didn't take it seriously and 'messed around'. 
There were several instances where the exercise was unsuccessful, either because a 
child would not pass the message on, or because they got so involved in the
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proceedings that they blurted out the message before it had been passed around the 
whole class, in one session after three such failures, the class grew so restive that the 
exercise was abandoned (see Appendix Five). The co-operative drawing was generally 
well received, negative comments here being linked to the person who was a partner, 
rather than the exercise itself. Of the four children who remembered the Guided 
Fantasy, only two made specific comments regarding the exercise. One commented 
that he felt it might have gone on 'too long' and the other responded as follows:
/. How did you feel about that (the Guided Fantasy)
G. Em, ! doni: know whether to say 'yes' or 'no'.
I. You're undecided about that one?
G. Yes, because I iiked it but i didn't.
i. You liked it?....
G But i didn't.
I. Simuitaneously?
G.. Yes.
i. Would you have liked it had it been another fantasy?
G. Hm?
i. Had it had been another story?
G. Em, how do you mean?
I. You said you liked it but at the same time, didnt like it. [  ]
What did you like about it?
G. Em, (8 second pause). This is what i mean, i don't know what
i liked and i don't know what I didn't like.
These were the only three exercises that seemed to be remembered. The other 
communication exercises were not mentioned, nor were any of the problem solving 
exercises. One possible factor is that, unlike Class 1A where the Intervention was 
undertaken in a separate hall, thus marking it off from the rest of the lessons, Class 
1 C's Intervention was carried out in their classroom. As will be reported (see Appendix 
Six), this led at times to severe difficulties in running the intervention due to the very 
confined space available to the researcher. It may be the case, that the fact that the
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exercises were undertaken in the classroom, mitigated against the children 
differentiating these activities from their normal classroom round. Yet, on the other 
hand, some of the exercises were quite different from normal classroom activity; the 
children did not usually work in pairs, yet for the majority of the exercises they were 
paired off.
5.12 A Review of the Results of the Qualitative Analysis.
5.12.1 The investigation forming the basis of this Chapter was subsidiary to the 
main Intervention. It was designed to test the separate effects of the main 
investigation, a) trust and dependency exercises and b) communication and problem 
solving exercises with a second age group. Although subsidiary to the main 
Intervention, the results from this study were presented first. This is justified for 
pragmatic reasons. In order to compare the two age groups it was necessary to have 
categories of response and typification of behaviour that held good between them. It 
was therefore considered prudent to codify the data from the two younger groups first. 
This would act as a baseline (see also Appendix Two). Any differences in the older 
groups could be specified in addition to the common categories and typification. As 
will be seen in the next chapter, in the event, major differences attributable to age were 
not apparent in the interview data.
5.15.2 Of the eight positive changes for both classes, three (37.5%) were from 
the DRO category, either to Teacher Dependent or Intermediate. Of these changes, 
two were females and one male. Three changes (37.5%), one female and two males, 
were from Intermediate to Peer-Orientated. Two changes (25%), one female and one 
male, were from Teacher dependent to Intermediate. Both negative changes, both 
female, one from each class, were, respectively, from Peer-Orientated and 
Intermediate to Teacher Dependent category. Exemplars of each of the changes were 
presented. It was also noted that all of Class 1A had participated in each of the 
Intervention sessions. This was not the case for Class 1C. On a rota basis, starting 
on the third week of the Intervention sessions, six children were removed from the
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ciass to undertake cookery lessons. Class 1C, however, registered more changes than 
Class 1A.
5.12.3 The Chapter concluded by comparing the children's reflections on the 
Intervention, gleaned from questions at the end of the post-intervention interview 
schedule. These interviews were undertaken four weeks after the end of the 
Intervention, during which period a school holiday occurred. Twenty-five of the twenty- 
seven participants in Class 1A were able to respond fully to all the questions asked. 
Of these twenty-four (96%) were able to remember at least one of the exercises 
undertaken during the course of the Intervention without prompting. Sixty percent of 
the children who answered remembered the 'Blindfold Walk', forty percent remembered 
'Circle Sitting'. Sixty-four percent of the children claimed that they enjoyed all of the 
exercises.
The Intervention did not seem to have initiated a great number of new 
relationships. Sixty-one percent of answers to the question 'Do you think that the 
exercises helped you to get to know anyone better?', were negative. Of those 
answering 'yes’, none claimed further contact with those named after the Intervention 
ceased. Some evidence existed that pairings were remembered up to twelve weeks 
after their occurrence. It was noted, however, that future investigations must note all 
pairings as they happen for such evidence to be secure. The great majority of the 
children (96%), responded that, given the opportunity they would undertake the 
Intervention again.
The answers given by Class 1C to the same questions contrasted greatly. Of 
the twenty-three participating children from whom data were obtained, only seven 
(30.43%) remembered any of the exercises without prompting. Ten (43.4%) were able 
to remember at least one of the exercises after prompting. Five (21.74%), had no recall 
of the exercises even after prompting. All the remembered exercises, with or without 
prompting were communication exercises. In no cases at all were the problem-solving 
exercises remembered by any of the participants. The most liked of the 
communication exercises (cited by 55% of the children who were able to remember, 
with or without prompting) was the 'Whisper Game'. Nine children (39.13%), claimed 
to remember the names of some of the children they were paired with during the
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course of the Intervention. As with Class 1A, the fact that names of pairs were not 
recorded during the Intervention, acts as a limitation on this part of the findings. Eight 
children (34.78%) claimed they would want to do the programme again. Comment was 
made that it is possible that this Intervention made such a limited impression due to 
the fact that it was undertaken, for timetabling reasons, in Class 1C’s classroom. Class 
1A's Intervention took place in a separate hall.
These results will discussed further after consideration of the main Intervention 
results, to be reported in the next Chapter.
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Chapter Six. Qualitative Results. The Main Intervention at Garden Street School.
6.1 As has been previously stated, brief details of the participating Schools and 
Classes are given in section 3.9 and a full description in Appendix Two. This Chapter 
recapitulates the categories of the Typology and gives brief examples of typical category 
responses from the Third Year interview data. It then moves on to discuss the manner 
in which pupils were allotted to the categories of the Typology and discusses the 
changes that took place between pre- and post-intervention, and at follow-up. The 
Chapter concludes by reporting the participating children's reflections upon the 
intervention.
6.2 In Chapter One, evidence was presented to support the argument that co­
operative peer relationships can enhance learning (Bennett et al., 1990; Galton & 
Williamson, 1992; Hertz-Lazarowitz, 1985; Webb, 1985,1989). This was contrasted with 
the findings of several researchers (Galton et al., 1980; Mortimore et al., 1986; Tizard 
et al., 1986) that despite group seating arrangements, in the majority of English primary 
schools, teaching is still undertaken in an individualised manner. This finding is in 
accord with Kutnick (1988), who argues that, from a very early age, peers have the 
potential to develop relationships which is confounded by adult interpenetration of the 
peers world. In Chapter Two it was argued that social skills, a necessary prerequisite 
of successful social interaction, are not uniformly distributed amongst young children. 
Evidence was presented that social skills training is predominantly undertaken by adults 
and offered as a form of instruction to children. It was noted that, in the same manner 
that very positive socio-cognitive gains accrue in the classroom where co-operative 
grouping is employed , so too might socio-emotional gains accrue in social skills training 
using co-operative techniques.
The intervention employed in this research was designed with such co-operative 
techniques in mind and with the aim of providing an opportunity of relationships based 
upon trust and dependency to develop amongst primary school children. In broad 
terms, the research reported here set out to demonstrate that such an intervention had
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the potential to enhance relationships of co-operation between children. What was 
being sought from the interview data were indications that relationships between 
children were enhanced and that, in turn, these burgeoning relationships would show 
indications of increased peer-orientation amongst the children. As was noted in Chapter 
Five and Appendix Two, the primary indication sought was evidence that the children's 
responses to the situations depicted in the TAT became less adult centred and more 
peer centred. In short, evidence was sought that indicated that the child was less likely 
to seek adult help and more likely to turn to peers in either group entry situations or 
situations where the child was able to facilitate the entry of outsiders into a play or 
social situation.
Chapter Five details the manner in which the typology of responses used in this 
study was developed from the first year interview replies. As was stated earlier here, 
responses from third year interviews were available at the same time and the same 
typology was used with them. In the same way that the coding sheet was deemed to 
be effective, so was the typology. The typology comprised four groups: 1) Does Not 
Relate to Others (DRO), 2) Teacher Dependent (TD), 3) Intermediate (Inter) and 4) 
Peer-Orientated (PC). A full description of the defining characteristics of these 
categories has already been given in Chapter 5 (sections 5.7.1-4)
Extensive excerpts from the interviews were presented as examples of the 
criteria outlined for each of the categories. As the categories have already been well 
documented only a limited number of examples from each of the categories will be 
presented here. The DRO category has been highlighted. It comprises two elements, 
proactive and withdrawn. One example of each of these types of DRO will be 
presented, followed by one example of each of the other categories. Although there is 
an element of repetition here, the examples are indicative of the general tenor of the 
Year Three interview responses.
6.3 Examples of the four categories of the typology.
6.3.1 Does Not Relate to Others (DRO - Proactive) 
Intervention Group.
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s 9. Class 31 - James.
Post-intervention interview. James has just been shown Picture B.
/. What do you think is happening here?
J. They - are, urn, playing with each other, and that girl iooks like
she's not allowed to play (hmm) and they're not urn, and they 
said that they want them to pL., they want her to play.
I. They're saying that they want her to play?
J. Don% em, want her to play.
I. Oh, dont want her to play. Sorry. OK. So how's she feeling at 
the moment?
J. Cross.
I. Whafs she going to do about it?
J. Cry.
I. Really? Do you think she might tell anyone?
J. Nods.
I. Who do you think she might go and tell?
J. H er big brother, right.
I. H er big brother. What would her big brother do?
J. Em, shout at them.
I. Right, right. If  the big brother was playing football and he said
'no, I dont want to come and help at the moment, who else 
could she go and talk to?
J. H er Dad.
I. If  it was at school, would she^^e a teacher do you think?
J. Er, yes.
I. Alright. OK. And what would she want the teacher to say to
them?
J. Not sure.
I. Right. Would she want the teacher to do anything?
J. Nods.
/. What?
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J. Send them in.
I. [What] say 'come on, if you're not going to play you're going to
come in' (Nods) Right OK. Let's suppose you were this boy 
here, and you look up and you see this girl here, what do you 
do?
J. Huh?
I. Well, lets suppose you're sitting around, having a chat with
some of your friends,and you look up and you see somebody 
sort of hovering, looking like they'd like to Join in, what would 
you do?
J. Walk away.
I. You'd walk away. Would you walk away from your friends as
well?
J. Yeah.
I. OK. Why would you do that?
J. If  I shout at them, that means they'll tum their back.
I. Right. OK.
James was rated as DRO in all three interviews, pre-, post-intervention and follow 
up. In the pre-intervention interview James had stated that were he playing within a 
group, he would 'ignore' an outsider and not ask them to join in 'Cos he'll keep asking 
me and he'll keep making me, um, get a headache'. The expression get a headache’ 
was interpreted as figurative and learned from an adult. However, it rather nicely 
expresses the dilemma faced by the DRO child. In a metaphorical sense, relating to 
others is somewhat of a headache. In the excerpt above, James expresses the 
outsider's resolution of the dilemma in equally graphic terms. The outsider would resolve 
the situation by calling on the services of their 'big brother' and if the big brother was not 
available, 'dad'. The symbolism here is unmistakeable. The DRO child is highly 
dependent but does not recognise the dependency. (James gave not the slightest 
indication of self-consciousness, let alone irony, concerning his remarks.) The 
dependency is a function of the child's inability to engage in the reciprocal behaviour 
necessary for any relationship. This is a bald statement and it needs some brief
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qualification. The statement is not meant to imply that the DRO child is unable to 
associate with other children. Clearly, this is not the case. When James was asked (in 
the Picture A sequence. Question 6, 'Insider* behaviour) if he played regularly with other 
children, he replied that he played football with other male members of his year. 
Playground observations confirmed this. However, during the observations it became 
very apparent that James was not considered to be a team player’. Space was made 
for him to be part of the game but the actual game carried on around him. This feature 
of the DRO category will be returned to in more detail in the discussion.
The second example from the DRO category is taken from a pupil in the control 
class. The answers Jasper gives in the excerpts are indicative of DRO withdrawal. These 
are quite extended excerpts but are justified because of the insight they afford.
S 40 Class 3C. Jasper. (DRO - Withdrawal)
Pre-intervention interview, Picture B sequence.
I. Whafs going on here, Jasper?
J. There's three people having lunch and a girl is getting Jealous
of what theyVe got
L What do you think she might do?
J. Go up and bully them.
I. What do you think the others might do then?
J. Go and tell their parents.
I. Lefs suppose that this was in school, what do you think they
might do.
J. Tell a teacher.
I. What would you feel if you saw her on the outside?
J. I'd feel trouble.
I. You'd feel trouble. Why would you feel that?
J. Because she's going to cause trouble.
I. OK. So what would you do?
J. I'd tell those two (the others in the group) and waik away.
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The following excerpt is taken from Jasper's post-intervention interview and again 
from the Picture B sequence. This is quite extended for reasons that will become clear.
/. Whafs going on here?
J. These three are having fun, they've ail got a drink, she wants
one and she wants to Join In and they keep saying 'no', because 
they dont like her.
I. Why do you think they dont like her.
J. She's a bully.
I. She's a bully?
J. She looks like a bully.
I. OK, thafs fine. So she looks like she's aggressive and a bully
and they don't like her. How do you think she's feeling at the 
moment?
J. Really angry with them.
i. Whafs she likely to do?
J. Push them over and spill their drinks.
i. So she's going to get quite aggressive with them?
J. Yeah.
I. Right, right. Em, do you ever have situations like that occur with
you?
J. Yeah.
I. You don't like them very much do you?
J. Ifs  happened to me but with money.
I. Really, do you want to tell me a little about it?
J. I was walking back from the shops with my two friends and
these boys came along and they were asking for money, and 
they had their coats over their noses.
i. Oh really, like being little bandits?
J. Yes.
I. How old were they do you think?
J. About thirteen
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/. Oh, so they were quite oid compared to you. So what
happened?
J. We aii said no, and they ran after me and threatened me with a
stone.
I. What did you do?
J. i couidnt say nothing, i didnt know what to do.
I. Hmm. Did you ?
J. They ran up, pushed me over and grabbed it out of my pocket,
i. What? The money? How much was it?
J. About one pound twenty.
I. Hm. Right.....and thafs fairly local, walking home from school.
How long ago was that, Jasper?
J. No, I was at home, and I was going to the shops and on the way 
back it happened,
i. Alright, sorry. How long ago was that?
J. About a month ago.
I. Was it on a school day or the weekend?
J. Weekend.
I. Alright. Alright. If  you were one of these children (yeah) and you
looked up and saw her, what do you think you might do?
J. fd  pick up my chair and go away.
I. OK. Wouid you caii a teacher?
J. If  I was at school?
I. Yeah.
J. Yeah, fd  say she was going to beat me up.
In the Picture A sequence (Question 6) Jasper also remarks that he would 
avoid confrontation:
J. fd  get my friends and walk off and play somewhere where he
couldn't pick on us.
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I. Right. Well, I think thafs very wise of you. You wouldn't be
tempted to tum around and fight back?
J. No.
I. No. Good, thafs fine. Do you like fighting?
J. No. I go to martial arts but I dont like hurting people.
I. Right. What martial art do you do?
J. A Korean martial art.
I. Whafs It called?
J. Tae Kwan Do.
I. Tae Kwan Do? Are you good at it? Do you enjoy it?
J. Yes.
Soon after in the same section of the interview Jasper told the researcher that 
James (who was referred to earlier) also attended the same classes but was wanting 
to leave them.
The excerpts from Jasper’s interviews are rather longer than any other that will 
be quoted. They were chosen as they give insight into the withdrawal state of the DRO  
category. In both excerpts Jasper refers to his friends. Jasper is not unpopular. In both 
pre- and post-intervention data collection Jasper collected nine 'like' nominations (in 
both instances seven from boys and two from girls} from children asked to nominate 
three children in their class that they liked and three children that they disliked. 
(Jasper's dislike' nominations pre- and post-intervention were four and two respectively 
- all from girls.) However, it became apparent in playground observations that Jasper 
had no close friends with whom he played consistently. He was a regular player in the 
continual football game played each breaktime by many of the Third Year boys, where 
he was, quite literally, 'taken for granted'. Whereas other boys would come down to the 
game in pairs or groups, Jasper always seemed to arrive on his own, be a presence in 
the game but be peripheral to sub-groupings that were evident in the picking of teams. 
Jasper's role seemed to be that of 'the available person' to the extent that, were there 
uneven numbers in the sides, Jasper would be the child who would volunteer to make 
the number up. It is tempting to speculate that it is precisely this compliance that lead
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to Jasper's relatively high liking nominations score. (It has to be said that playground 
observations were undertaken at lunch break and afternoon break, on only one day a 
week throughout the period of the observation - they may well have been other times 
when Jasper did arrive with others, but the distinct impression given in the direct 
observations was that Jasper was a 'lone child'.)
In the 'insider' responses given above, Jasper immediately feels that the 'outsider' 
portends trouble. Indeed, in the pre-intervention response he actually uses the word 
'trouble' (Q. What would you feel if you saw her on the outside? A. I'd feel trouble). 
Not unreasonably, in both the quoted excerpts, Jasper would move away and avoid the 
trouble that he perceives in store. In the pre-intervention interview, Jasper's responses 
are very typical of the DRO replies cited in the general criteria given earlier, he 
perceives the outsider as having the potential to create trouble, he would tell her 
parents or, in a school situation, a teacher and would walk away from them. In the post­
intervention interview, the outsider is defined as a 'bully' who, 'is really angry with them' 
(the insiders) and she is likely to 'push them over and steal their drinks' . He would 
move away from the outsider's presence and tell a teacher about the situation. It is the 
emphasis on the potential for violence that Jasper sees in each of the insider' 
sequences that indicates the DRO status. Jasper withdraws from such situations. With 
good reason. Of all the interviews conducted in both schools, Jasper was the only child 
to give any indication that he had experienced any form of assault from others, be they 
adults or children. In this incident Jasper was, in a very real sense, a victim. In school, 
Jasper attempts to avoid a repetition of the experience by being extremely tentative in 
his relationships with others. In the opinion of this researcher, Jasper's attendance at 
martial arts classes is clearly indicative of his determination to set the situation to rights. 
(The Tae Kwan Do classes that Jasper refers to, were quite heavily advertised in the 
main shopping centre on the estate and in the windows of corner shops within a mile 
of the school. Only Jasper and James, the two DRO children whose excerpts appear 
above, made any mention of them.)
6.3.2 Teacher Dependent.
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s 19 Class 31 - Claire. Post-intervention interview. Picture B 
sequence.
/. This is picture B. What do you think is going on in this picture?
C. They're aii sitting down, on his stool, and she hasn't got nothing
to sit on.
i. So whafs she thinking at the moment.
C. She's looking quite angry.
I. Is she? And whafs she going to do about it?
C. Probably tell the teacher or somebody.
I. You think she might teil the teacher
C. Hmm.
I. And what would she say to the teacher?
C. Em, tell them to let me have a go. Let me sit down.
Claire's responses to the same question in the Picture A sequence were almost 
identical.
As was noted in the general description of the Teacher dependent child, the 
teacher is actively sought after to give guidance or to so structure the situation that the 
child has only to follow the teacher's instructions.
6.3.3 Intermediate.
S 21 Class 31 Ashish. Post-intervention interview. Picture A sequence.
Ashish has identified the group as playing a 'circle game', and that the outsider 
is looking angry and has clenched his fists but will most likely just call the others names.
I. So what are they going to do?
A. They're Just gonna beat them up, him up. Or teil the teacher.
I. They might tell the teacher of him?
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A. Yeah.
I. Alright, who would do that do you think? Who wouid go and teli
the teacher.
A. You know, that curly haired one (Hmm) and that, he will tell the
teacher.
I. This one here, on the right?
A. Yeah, he will tell the teacher, then he will get in trouble, but he
won't hit them.
I. He went and hit him? He actually did hit him?
A. He will hit him (right). He tell the teacher.
I. Right, I see.
A. Then he, he........
I. He gets in trouble?
A. Yeah. But he, he ran away................   [  ]
I.................. If  you were one of these children here, what would you do?
Lefs say [ }  thafs you, what would you do?
A. I'd Just, I'd Just, If he don’t play, I wouldn't play. (Uh huh) I, he
don't wanna play, I won't play. I'd go after him.
I. You would?
A. Yeah.
I. What and Join in with him (nods). Thafs very nice of you, why
would you do that?
A. Because I wanna make them friends, more friends like them, if
he hasn't no friends and if you wanna, em, if he hasn't got no 
one to play, he, he's wasting his playtime.
I. Right. Right.
A. I don't want them to waste them play.
I. Do you ever find yourself wasting your playtime?
A. Shakes head.
I. Alright. OK.
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A. If you help those people they will help you to play. I, they want 
to let me play football, I can go to those people who help, I'll 
help them and they're gonna help me.
I. Right. And you can maybe get to play with them?
A. Yeah.
I. Yeah. And do you do that often?
A. Yeah. But not at that time because I like football the best.
Ashish's early answers almost verge on a DRO status, although the clear TD 
indications predominate. It is the latter sequence of replies which clearly indicate a 
realisation of reciprocity with other peers that gains the Intermediate status.
6.3.4 Peer Orientated.
The defining characteristic of the Peer Orientated child is that such children seek 
to resolve problems of integration with other children.
S 22. Class 31 Lizzie. Post-intervention interview. Picture B sequence,
I. Whafs going on here
L. Em, I think that these three are really happy Just having a drink
and maybe eating and that one is quite cross, 'cos maybe 
there isn't any seats ieft and he can't, she can't Join in with the 
others, or something like that. (Hmm) And they, they're not 
trying to let her Join in, so she is getting very cross.
I. OK. So what can she do now
L. Em, she can go and ask those, if she can Join in and if they'll
get down and help her get another chair so she can Join in.
I. Hm, right. And if they say 'no', what is she going to do?
L. She can Just walk away and find someone else to go to.
I. Right. Do you think she might taik to a teacher about it?
L. Yeah, maybe.
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/. Maybe. What might she want the teacher to do?
L. Em, she might want the teacher to teil these three to let her join
In.
I. Right. What is she most likely to do, do you think? Find a
teacher or go and fmd somebody else to play with?
L. Em, probably, em, get, find somebody else.
I. Probably find somebody eise. OK. That's fine. Have you ever
found yourself in a situation like this?
L. Em, I can't remember, but I probably have.
I. Right. Em, I know you can't remember, but if you probably 
have, how do you think you probably felt?
L. Really sad and cross at the same time
I. Really sad and cross-simuitaneousiy. Right. Do you, em, what
would you do in a situation like this?
L. I'd Just, em, ask them, or, ask them if I could Join in and if they
said 'no'. I'd Just find somebody eise to play with.
Lizzie recognises that the outside child has the option of seeking a teacher's help 
but thinks that the outsider would 'probably' find another child to play with, If Lizzie was 
refused entry into a game, she would find somebody else to play with. Note that Lizzie 
feels both 'sad and 'cross' simultaneously.
The examples given in the previous sections have all illustrated the point made 
earlier, that although the Third Year answers tended to be somewhat more abstract than 
those of the First Year, the substance of the answers in terms of their applicability to the 
typology remains the same. In the following section, the distribution of the categories 
will be examined as will the changes between groups after the intervention.
6.4 Classification into the Typology.
6.4.1 Differences in Response to Pictures A and B, Between Tests.
It was earlier mentioned that, in the Year One interview responses, there was an 
indication that some children distinguished between the small group shown in Picture
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B and the larger group shown in Picture A. Because of the embedded nature of their 
responses, it was not really possible to tease out the differences in their answers to the 
two situations. Whilst the semi-structured nature of the interview allowed for some 
probing, the highly condensed nature of most of the replies rendered the interview 
questions into somewhat blunt investigatory tools. In none of the interviews was it felt 
possible to develop criteria in order to differentiate the respondents’ replies to the two 
situations with any tangible degree of confidence. Year One responses to both 
situations were therefore aggregated, and on the basis of this joint 'score' was the 
classification effected. The rather more substantial nature of the Third Year discourse, 
provided in their less embedded and more abstract responses, was more amenable to 
the analysis that the semi-structured interview has the potential to provide.
The Third Year interviews were initially coded and classified picture by picture, 
i.e. all the Picture A responses were coded followed by all the Picture B responses. 
The interviews were then re-coded within a ten day period. This time they were coded 
and classified in sequence, i.e. Picture A and Picture B as they appear on the coding 
sheets. The two coding operations provided the researcher with a form of'within' group 
and 'between' group analysis. In the first procedure, concentrating solely on responses 
to the one situation allowed an overall picture of replies to be built up. This had the 
advantage of providing a 'benchmark' against which individual responses could be, 
retrospectively, compared. The second, sequential procedure enabled a direct 
comparison of individual responses to be made. In the first procedure a group norm was 
created, in the second, the individual's responses were highlighted. The coding results 
in each of the operations were kept separate and compared only after the event. 
Gratifyingly, the majority of the classifications were the same in both instances. Where 
differences were found to occur, the responses were reviewed and re-coded for a third 
time. In the results presented below, therefore, where responses to Picture A and to 
Picture B are the same, they have been coded twice. Where differences are indicated 
they have been checked three times.
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Table 6.1 Class 31. Classification of Pupils into the Typology.
Class 31. Pre-Intervention Post-Intervention Follow-up
Picture A B A B A B
DRO 2 4 2 4 2 4
TD 4 4 7 4 3 4
Inter 2 3 2 6 3 4
PO 14 11 11 8 13 9
Totals 22 22 22 22 21 21
illness (TD) have both been discounted from the pre-totals. Follow-up total is twenty-one). 
Table 6.2 Class 3C. Classification of Pupils into the Typology
Class 3C. Pre-Intervention Post-Intervention Follow-up.
Picture A B A B A B
DRO 1 1 1 1 1 1
TD 3 1 3 4 2 2
Inter 6 7 6 5 7 6
PO 8 8 8 9 8 8
N/C 2 3 2 1 0 1
Totals 20 20 20 20 18 18
the intervention One was PC, the other DRO. Follow up total is eighteen.)
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Table 6.3 Class 31. Summary of All Changes, Pre- and Post-Intervention and Fclcw
Up.
(In the sections that follow the direction of a 'positive' change is toward a more pupil orientated 
response, that of a 'negative' change, toward teacher dependency or DRO. n/c= no change)
Plain typeface = Picture A categories 
Italic typeface = Picture B categories.
Pupil No. Pre­
intervention
Direction Post­
intervention
Direction Follow-
up.
1 Inter negative TD positive PO
DRO positive Inter positive PO
6 PO negative TD n/c TD
PO negative TD n/c TD
7 PO n/c PO n/c PO
PO negative Inter n/c Inter
10 TD positive Inter n/c Inter
TD n/c TD n/c TD
15 PO negative TD positive Inter
TD n/c TD n/c TD
18 TD n/c TD n/c TD
TD negative DRO n/c DRO
19 TD n/c TD positive PO
Inter n/c Inter n/c Inter
20 PO negative TD Had left
PO negative Inter
4 negative changes 1 positive change 
4 negative changes 1 positive change
3 positive changes 
1 positive change.
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Eight members of Class 31 (36.4%) registered fourteen category changes. Ten 
changes (71.4%) were registered between the pre- and post intervention testing. Of 
these, eight (80%) were negative, two (20%), positive. Four changes (28.6%) were 
registered between post-test and follow up, all of them positive.
With regard to Picture A, five changes occurred between pre- and post-intervention 
testing:
* one positive (pupil n. 10, from TD to Inter).
* four negative changes:
* three from PO to TD (pupils no. 6, 15 & 20)
* one from Inter to TD (pupil no. 1).
With regard to Picture B, five changes occurred between pre- and post-intervention 
testing:
* one positive (pupil no.1, from DRO to inter).
* four negative changes:
* two from PO to Inter (pupils no. 7 & 20),
* one from PO to TD (pupil no.6)
* one from TD to DRO (pupil no.18).
There were four changes between post-intervention testing and follow-up, all of 
them positive
* three with regard to Picture A
* two from TD to PO (pupils no.1 & 19)
* one from TD to Inter (pupil no. 15).
* one Picture B change
* from Inter to PO (pupil no.1).
In the pre- to post-intervention period, there were three occasions when 'double' 
changes occurred, i.e. changes in response to both Pictures A and B (pupils 1 ,6  & 20).
* two 'double negatives'
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* from PO to TD in both pictures (pupil no.6)
from PO to TD and PO to Inter (pictures A & B respectively, pupil no.20).
The other 'double' change showed
* a negative Picture A result (pupil no.1, Inter to TD)
* a positive Picture B result (DRO to Inter).
All other changes were single: Picture A, one positive and one negative; Picture
B, two negative. Only one pupil (no.1) registered a 'double' change in the post- to 
follow up period, both of these were positive (Picture A, TD to PO; Picture B, Inter to 
PO). The other two changes were single and related only to Picture A. Respectively, 
they are; TD to Inter (pupil no. 15) and TD to PO (pupil no.19).
These changes need to be set in the context provided by the analysis of the 
quantitative data. Over the period of the Intervention (reported in detail in Chapter Four) 
the pupils in Class 31 became far more discriminating in their use of like nominations. 
The results were interpreted to mean that, whilst there was no evidence firmly to 
suggest that levels of disliking increased during the period of the intervention, the 
evidence clearly suggested that reports of liking diminished. The children in Class 31 
became less at ease with one another during the course of the Intervention. The results 
reported above reflect this trend. In the pre- to post-intervention period, seven 
members of Class 31 (31.82%) so altered their responses to the TAT pictures that their 
classification in the typology became changed. Eight of the ten changes registered 
were in a negative direction, i.e. were from a more to less a peer orientated category. 
With regard to Picture A, there were four changes: three from PO to TD, one from Inter 
to TD. There were also four changes with regard to Picture B: two from PO to Inter, one 
from PO to TD and one from TD to DRO. Thus, the diminution in the use of the like 
category in the quantitative data set can be seen to produce the corollary of a reduction 
in levels of peer orientation derived from the qualitative data set. The total and average 
like given and received scores were individually checked for all of the seven pupils 
involved. With regard to the total marks given. In all but two cases, pupils no. 10 and 
15, given totals were less at post-intervention. Pupil no. 10 increased her/his given total 
by one mark, pupil no. 15 increased her/his given total by four marks. The received
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totals for all of these pupils were less at post-intervention than at pre-intervention. This 
pattern was repeated for the average scores. Even allowing for the two instances of 
counter-trend in the total and average given marks, both of which were marginal, the 
trend for these seven children is clear. A diminution in liking indicated in the quantitative 
data was reflected in the qualitative analysis which indicated that these pupils were less 
at ease with their classmates to the point that they reverted to a more teacher 
dependent view of their relationships with their peers. The changes between post- 
intervention and follow up were all in a positive direction. Whatever the cause of the 
response in the pre- to post-intervention period, by follow-up, it had disappeared.
Table 6.4 Class 30. Summary of All Changes, Pre- and Post-Intervention and Follow Up.
(n/c = no change) Plain Typeface = Picture A Italic Typeface = Picture B.
Pupil No. Pre­
intervention.
Direction Post­
intervention.
Direction Follow-
up.
31 PO n/c PO negative Inter
PO n/c PO n/c PO
33 TD positive Inter positive PO
TD positive PO n/c PO
34 Inter positive PO negative Inter
Inter negative TD positive Inter
35 Inter n/c Inter n/c Inter
Inter positive PO negative Inter
39 n/c TD positive PO
n/c TD positive PO
44 ■ TD positive Inter positive PO
Inter n/c Inter positive PO
3 positive changes 
2 positive and 1 negative change
3 positive and 2 negative changes. 
3 positive and 1 negative changes.
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Six members of Class 3 0  (30%) registered fifteen category changes:
Six changes (40%) were registered between the pre- and post-intervention testing. Of 
these, five (83.34%) were positive, one (16.67%) negative.
Nine changes (60%), were registered between post-intervention and follow up testing, 
six (66.67%) were positive, three (33.34%), negative.
With regard to Picture A:
* three changes occurred between pre- and post-intervention testing:
* all positive (TD to Inter, pupils no. 33 & 44; Inter to PO, pupil no.34)
With regard to Picture B:
* three changes,
* two positive (TD to PO, pupil no.33; Inter to PO, pupil no.35),
* one negative (Inter to TD, pupil no.34).
Post- intervention to follow up changes.
With regard to Picture A:
* three positive (pupil no.39, TD to PO; pupils no. 33 & 44, TD to PO)
* two were negative (pupils no.31 & 34, PO to Inter).
With regard to Picture B:
* three positive changes (pupil no.34, TD to Inter; pupil no. 39, TD to PO; pupil 
no.44. Inter to PO)
* one negative (pupil no 35, PO to Inter).
In the pre- to post-intervention period there were two 'double' changes
* pupil no. 33, both positive - Picture A, TD to Inter, Picture B, TD to PO;
* pupil no. 34, Picture A, positive, Inter to PO, Picture B, negative. Inter to TD.
The remaining two changes were both positive, one relating to Picture A (pupil no. 44, 
TD to Inter) and one relating to Picture B (pupil no. 35, Inter to PO).
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In the post-intervention to follow up period there were three 'double' changes.
two positive in both Pictures A and B (pupil no. 39, TD to PO; pupil no.44,Inter 
to PO),
one mixed (pupil no. 34, Picture A, negative, PO to Inter, Picture B, positive, TD 
to Inter).
The remaining changes were all single, two being negative and one positive (pupil 
no. 31, Picture A, negative, PO to Inter; pupil no.35. Picture B, negative PO to Inter; 
pupil no. 33, Picture A, positive. Inter to PO).
The results of the quantitative data analysis for the pupils in Class 3C indicated 
clearly that, rather more than the pupils in 31, pupils in 3C liked their classmates less at 
the end of the Intervention. (However, the evidence did not suggest that they disliked 
their classmates more.) Set against this, the findings of the qualitative analysis over the 
same period, reflect a rather different picture than that of the findings for Class 31. Four 
pupils (20%) registered changes in their interview responses such that their position in 
the typology became changed. Of the six changes registered, three with regard to 
Picture A and three with regard to Picture B, five were in a positive direction. All the 
Picture A changes were positive, two out of three Picture B changes were positive. As 
was the case with 31, the total and average marks given and received by these pupils 
at pre- and post-intervention were compared. In only two instances, pupil no.44, total 
mark and average mark given, did the marks increase. In all of the other cases marks 
decreased, as would be expected from the statistical results. Thus, despite the fact that 
the interview data from these four children indicated greater liking, in only one instance 
was this reflected in their quantitative evaluations of their classmates.
Two possible explanations can be adduced for these results. The first would look 
to the effects of the absence of the class teacher. It could be argued that the absence 
of the teacher forced the children in the class to rely upon each other, thus creating a 
situation wherein teacher dependency was minimised and peer orientation was 
encouraged. In short, in the absence of a teacher to be dependent upon, the children 
had to rely upon each other for mutual support, which encouraged peer orientation. 
Furthermore, when the new class teacher was finally in place, she too might have
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encouraged peer orientation by relying on the class for information regarding the location 
of various resources while she, the teacher, settled in.
This argument has some persuasive power. It is in line with the general thrust of 
the hypothesis under consideration, i.e. that teacher dependency can be can be reduced 
by peer interaction which allows for the development of peer orientation. However, the 
fact that the overall liking scores given and received by the pupils in 3C reduced so 
significantly in the intervention period mitigates heavily against this interpretation. For 
this researcher, only one explanation for the finding that 20% of the class increased their 
level of peer orientation, at least with regard to their interview responses, appears to be 
viable. In the imaginary situation provided by the TAT, the children were able to indulge 
in wish fulfilment concerning their own behaviour regarding their peers. This is a 
somewhat harsh conclusion. However, it is the only one that accounts for the fact that, 
of the four children concerned, three gave and received fewer marks during the 
quantitative assessment. With regard to the fourth pupil, although he gave higher marks 
at post-intervention (up by 20%), like the others his received total mark fell (by six marks 
-10 .9% ). It is, of course, possible that the 'truth' lies somewhere in between. During 
the period wherein a regular class teacher was absent, the pupils may well have been 
forced to rely upon each other more. The potential benefits of such interactions may well 
have found their way into the pupils interpretations of the TATs, but the reality of the 
unstructured interactions between the pupils was more concretely recorded in their liking 
scores.
Of the nine changes which were registered by this class from post-intervention to 
follow-up, six were positive and three negative. The negative changes were recorded by 
three pupils, two relating to Picture A, one relating to Picture B. In one instance, a 
negative response to Picture A was offset by a positive response to Picture B. In effect, 
as was the case with the pupils in Class 31, the post-intervention to follow-up period 
represented a positive change in environment for the pupils of 3 0 , which was reflected 
by the majority of positive changes recorded.
In summary, several changes in interview response have been reported. These 
relate to changes in response to Picture A, Picture B or both. The changes occur 
between pre- and post-intervention or post-intervention and follow up. They were either 
positive, i.e.to ward greater peer orientation, or negative, i.e. toward greater teacher
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dependency or DRO status. Class 31 generated the greater number of pupils changing 
their scores (36.37%) against Class 3C (30%). However, Class 3C generated 51.72%  
of the total number of changes, as opposed to 48.28% generated by Class 31. In Class 
31, the majority of the changes (71.5%), occurred between pre- and post intervention, of 
which, 80% were negative. In Class 3C, the majority of changes (60%), occurred 
between post-intervention and follow up, of which, 67% were positive. Whilst, in absolute 
terms. Class 31 generated the greater number of changes, the average of the two 
change totals amounts to almost exactly one third (33.19%). In short, both classes 
generated almost the same amount of change.
The direction of the change and the period wherein it took place was, 
however, very different for the two classes. In Class 31, the majority of change was 
negative and occurred whilst the intervention was in progress. During this period. Class 
3C registered 40% of it's total changes, 83.4% of which were positive. In Class 3C, the 
majority of change was positive and took place over a period accounting for the summer 
holiday and the first term in a Fourth Year class. In this same period, pupils in what by 
then, had been Class 31, registered 28.5% of their changes, all positive. Thus, in gross 
terms, it appears that the intervention was unsuccessful. However, it will be argued in 
the Discussion that the intervention occurred within the context of a greater change 
working upon both classes in the Third Year, which context makes dismissal of the 
effects of the intervention somewhat premature.
6.4.2 Differences in response to Pictures A and B, Within tests.
There remains one further analysis of the changes in interview response to 
Pictures A and B. In this analysis, it is the direction of the differences between Picture 
A and Picture B responses at the point of measurement that is the object of scrutiny 
rather than the changes that occurred between measuring periods. The following tables 
set out the differences, where they occur, in pupils responses to Picture A and Picture
B.
^43
Table 6.5 Class 31. Differences Between Picture A and Picture B at Point of Measurement. (Categorisations at previous
test entered in brackets, n/c = no change).
Pupil No. Picture A Direction Picture B Direction
m
g
#
#
1 TD negative (Inter) Inter positive (DRO)
2 PO n/c Inter n/c
7 PO n/c Inter negative (PO)
10 Inter positive (TD) TD n/c
15 TD negative (PO) TD n/c
17 PO n/c DRO negative (TD)
18 TD n/c DRO neg. (DRO)
19 TD n/c Inter n/c
20 TD n/c Inter n/c
1 PO positive (TD) PO positive (Inter)
3 PO n/c PO n/c
7 PO n/c Inter n/c
10 Inter n/c TD n/c
15 Inter positive (DRO) TD n/c
17 PO n/c DRO n/c
18 TD n/c DRO n/c
19 PO positive (TD) Inter n/c
(Pupil no.20 had left the school by follow-up)
Key. Shaded cells = pre-intervention; Italicised cells = post-intervention; Plain cells = follow-up.
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This analysis clarifies the remarks made earlier concerning the difference in response to 
Pictures A and B. In the pre-intervention categorisations, five pupils (22.72% of the class) 
show differences in their responses to Pictures A and 8. Four of the five differences 
(80%) indicate that, in response to Picture A, these pupils were more peer orientated than 
in their responses to Picture B. In only one instance was the reverse the case. This is 
interpreted as indicating the pupils showing a negative difference were somewhat more 
wary of the smaller group.
By the time of the post-intervention, four further pupils registered differences between 
their responses to Pictures A and B. These pupils registered five changes. With regard 
to Picture A, one change was positive (pupil n. 10, TD to Inter) and one negative (pupil 
no.20, PO to TD). The remaining three changes related to Picture B responses, all were 
negative (pupil no. 5, PO to Inter: pupil no.18, TD to DRO; pupil no.20, PO to Inter). At 
follow up there were four changes, all positive. Three related to Picture A responses and 
one to Picture B responses.
The analysis of differences recreates the pattern demonstrated in the previous analysis 
of changes. For the intervention class, the majority of difference between responses to 
Pictures A and B occurred in the pre-to post-intervention period. Of the eight differences 
registered, four related to Picture A responses and four to Picture B responses. In each 
case, three of the changes in difference were negative and one positive. These findings 
run counter to the hypothesis under test. Rather than furthering peer orientated 
responses, the evidence presented here suggests that, for those pupils who did register 
a change in their interview response to Pictures A and B in the pre- to post intervention 
period, 75% of these changes were in a negative direction. In the post-intervention to 
follow up period, the four changes that did take place were all positive.
245
Table 6.6 Class 30. Differences between Picture A and Picture B at Point of Measurement.
Pupil No. Picture A Direction Picture B Direction
# m
33 Inter Poslth/e (TD) PO positive (TD)
34 PO poskh/e (Inter) TD negative (Inter)
35 Inter n/c PO positive (Inter)
44 Inter positive (TD) Inter n/c
31 Inter negative (PO) PO n/c
33 PO positive (Inter) PO n/c
34 Inter negative (PO) Inter positive (TD)
44 PO positive (Inter) PO positive (Inter)
Again, the results of the analysis of differences between responses to Pictures A 
and B, is similar to the analysis of changes presented earlier (as, of course, would be 
expected). At pre-intervention, only one pupil registered a difference between Picture A 
and Picture B response. In this instance the difference was positive (pupil no.44. Picture
A, TD, Picture B, Inter).
At post-intervention, three further pupils registered differences between the two 
pictures. These pupils registered five changes. With regard to Picture A responses, two 
changes were registered, both positive (pupil no. 33, TD to Inter; pupil no. 34, Inter to 
PO). With regard to Picture B, there were three changes: two positive (pupil no. 33, TD 
to PC; pupil no.35, Inter to PO) and one negative (pupil no.34, Inter to TD). One final 
positive difference was registered regarding Picture A (pupil no.44, TD to Inter)
At follow up, there were six differences. Four of these related to Picture A, two to Picture
B. Of the picture A differences, two were positive (pupil no. 33, Inter to PO; pupil no 44, 
Inter to PO) and two negative (pupil no.31, PO to Inter; pupil no.34, PO to Inter). Both 
the Picture B response differences were positive (pupil no. 34, TD to Inter; pupil no.44. 
Inter to PO).
As with Class 31, the pattern of differences in Class 3C recreates the pattern of 
changes shown in the previous section. The majority of the differences in Class 3C 
(58%) related to Picture A, 71% of these were positive .They were relatively evenly
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distributed between pre- and post-intervention and post-intervention and follow up. 
Differences in Picture B were also positive (80%) and equally distributed between pre- 
and post-intervention and post-intervention and follow up. (Only one negative difference 
regarding responses to Picture B was registered, this occurred at post-intervention.) 
Nine pupils (40.9%) in Class 31 registered differences in their responses to Picture A and 
B, only four (20%) did so in Class 3C. Overall, the pupils in Class 31 were more 
discriminating regarding Picture B (in the sense of being somewhat more cautious in their 
responses to the smaller group) than were their counterparts in the control class. This 
was especially noticeable over the pre- to post intervention period i.e. whilst the 
intervention was in progress. Both groups responded more positively to the small group 
situation depicted in Picture B at follow up. There are two possible interpretations of these 
findings. The first is that the Intervention, ratherthan enhancing relationships between the 
pupils in Class 31, actually worsened them. This appears the least likely possibility. The 
quantitative results from both classes show a diminution in liking in both classes, that of 
the control group being more pronounced that of Class 31. This indicates a common trend 
affecting both classes. Class 31 had one teacher throughout the Intervention period. Class 
3C had a succession of supply teachers. The context of teacher control in Class 31 was, 
therefore, more constant than that of Class 3C. It is possible that this was the context in 
which the 20% (four in number) of pupils in Class 3C were able to develop their peer 
relationships. Again, it is the overall context of diminution in liking scores in both classes 
that gives rise to the second possible explanation: that the Intervention occurred during 
the presence of other dynamics working on both classes, which dynamics affected the 
interview results obtained to the detriment of the intervention. The Discussion will 
investigate this in more detail.
6.5 Pupils' Reflections on the Intervention.
6.5.1 The Interview Schedule.
As was the case with the First Year classes, at post-intervention and follow up, the 
Intervention class was asked a series of questions designed to elicit their response to the 
intervention. The reasons for this are the same as those given in Chapter Four, viz: 1)
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to gauge the children's response to the intervention they participated in, 2) to determine 
which of the elements of the intervention were liked and which disliked (again, as a form 
of'market research' anticipating future work in this area) and 3) to assess the manner in 
which the different elements of the programme were received. As with the First Year 
classes, the questions were prefaced by some general remarks making it plain that this 
was an informal enquiry and that it was not necessary to be inhibited if the pupil could 
not remember the names of the exercises. In such instances, a description would be 
adequate. A critical appraisal was encouraged. The questions asked (again, exactly the 
same as in the Year One exercise and presented here in an abstract form for the sake 
of brevity), were:
1) Can you remember the intervention?
2) What specific exercises do you remember? If none, prompt.
3) Which elements of the intervention did you like best of all? (Pupils who recalled the 
'blindfold walk' as being a favourite, were asked the subsidiary question: 'Did you 
prefer being blindfolded or steering?)
4 )Were there any elements of the intervention that you did not like? If so, which?
5) Considerable effort was expended in pairing you with others who were not 
necessarily people that you knew or were friends with. Do you think that this 
helped you get to know anyone better? If so, who? Do you still have contact with 
them?
6) Did you find that you did not like anybody after working with them?
7) Given the opportunity, would you want to do some thing like this again?
8) Are there any comments that you would like to make concerning the intervention?
The results of the post-intervention enquiry will be given first, followed by those of 
the follow up enquiry. A comparison of the results and commentary upon them will follow.
6.5.2 Post-Intervention Enquiry. Class 31.
Twenty-two pupils in Class 31 responded to the post-intervention enquiry. In one 
instance (pupil no.22), technical difficulties with the recording equipment rendered the 
audio-taped interview useless. As the end of the summer term was reached prior to this 
discovery, the researcher was unable to re-interview the pupil concerned. These results,
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therefore, are based upon information gained from the twenty-one audio-taped interviews 
that were useable.
As with the Rilldale pupils, by a substantial margin, the affect (trust and 
dependency) exercises were remembered best. Twenty pupils (95.24%), remembered 
these without prompting. Four pupils (19%), were able to recall, in some detail, four of 
the exercises. Four pupils (19%), recalled three of the exercises, ten pupils (47.63%), 
were able to recall two of the exercises and two pupils (9.52%), recalled one of them. 
The remaining pupil (4.76%), needed a prompt to remember any of the exercises. (This 
was a single prompt. Blindfold Walk, at which point the pupil interjected Circle Sitting, 
which clearly demonstrated accurate recall. In this instance, it is reasonable to assume 
that the prompt acted to contextualise the questions, rather than excavate the pupil's 
memory.)
Once again, as with the pupils at Rilldale, the communication and problem solving 
exercises were remembered less well. Three pupils (14.29%), were able to remember at 
least two of the communications exercises without prompting. Thirteen pupils (61.9%), 
were able to recall one of the exercises after a single prompt (the most cited was the 
Whisper Game, recalled by seven of these pupils. What came to be known as 'Ghosts' 
was remembered by three pupils (The exercise here started off as a paired discussion 
of things that pupils found frightening. The pairs then reported back to the main group. 
One of the pupils claimed to have been frightened by seeing a ghost. The plenary session 
was galvanised by this revelation, with several other pupils claiming a similar experience. 
See Appendix Six for a fuller account. Thereafter, the session became known to pupils 
and researcher alike as 'Ghosts'). Three pupils (14.29%) remembered Three Things (a 
full account of the names of the exercises and what comprised them is given in Appendix 
Five). Five pupils were unable to recall any of the communication exercises after 
prompting.
The problem solving exercises were least well remembered. Only two pupils 
(9.52%) were able to mention 'the puzzles' without prompting. After prompting, another 
was able to recall, somewhat vaguely, doing 'some sort of a puzzle'. The remainder of 
the class were unable to recall any of the problem solving exercises, even after 
prompting. There was no relationship between recall of the problem solving exercises 
and recall of the other elements of the Intervention. The pupil recalling, unprompted, the
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greatest number of the exercises (in all, seven, four affect and three communication) was 
unable to recall the problem solving exercises, even after prompting. Of the two pupils 
who were able to recall the problem solving exercises without prompting, both needed 
prompting to remember the communications exercises, whilst being able to remember, 
unprompted, two of the affect exercises.
The Blindfold Walk was both the most remembered exercise (recalled without 
prompt by eighteen pupils - 85.71 %) and the 'most liked' exercise. In this latter category, 
the Blindfold Walk was cited twelve times. Of the remaining exercises in the 'most liked' 
category. Co-operative Letters was second most cited (six times -28.57%), followed by 
Puzzles (twice - 9.52%) and Lifting, and the Whisper Game (once each- 4.76%).
In the 'least liked' category, Circle Sitting was nominated three times, the Blindfold Walk 
and the Whisper Game, once each. Sixteen pupils (76.2%) made no nominations in this 
category. As with the Rilldale children, Circle Sitting was disliked because of the bumps 
sustained on those occasions when the circle collapsed. In only one of the three cases 
was this seen as a serious obstacle. The pupil disliking the Blindfold Walk felt 
uncomfortable and insecure when blindfolded. This contrasts with the reasons given by 
those twelve pupils who nominated the Blindfold Walk as their 'most liked' exercise. Four 
preferred being blindfolded, two preferred steering and six offered no preference, claiming 
they liked both modes equally well. The pupil disliking the Whisper Game felt that it was 
spoiled when people 'messed about' and either forgot the message or blurted it out. In 
the Year Three group, this was not a common occurrence. The responses to question 
five ('Do you think that the exercises helped you to get to know anyone better?'), were 
somewhat mixed. One pupil felt unable to make a response to this question and none 
was classified. Of the twenty remaining pupils that did respond, seven (35%), either 
replied categorically that they did not, or that they were unable to recall the names of 
anybody that they felt they might have got to know better. The thirteen children (65%), 
who did agree that the Intervention had helped them to get to know other pupils better, 
cited seventeen names between them. These names were checked against the list of 
'like' and 'dislike' nominations collected as part of the quantitative data collection both at 
pre- and post-intervention (3.7.6.1). Where a name was given that tallied with a pre­
intervention 'like' nomination it was discounted as representing an already existing 
friendship. If the name given tallied with a post-intervention 'like' nomination it was
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allowed to go forward, the post-intervention like' nomination being deemed as supportive 
of the nomination in this instance. Two names were removed from the list as they were 
present in pre-intervention like' nominations. Only one of the names given was present 
in the post-intervention nominations. This was interpreted as clear evidence that the 
names cited in answer to this question were genuine instances of new relationships being 
forged as a result of the Intervention.
Twelve pupils, six girls and six boys, gave fifteen bona fide names of others that 
they felt they had got to know better during the course of the intervention. Of the girls, 
one gave the name of two boys, one gave the name of two girls. Two girls named one 
boy each and two girls named one girl each. Of the boys, one named three girls, three 
named one girl each, one boy named one boy and one boy gave the names of one boy 
and one girl. During the course of the Intervention, wherever it was possible, mixed sex 
pairings were used in the exercises. It was not possible, unfortunately, to list the pairings 
as they operated, so there is no positive check that can be made to indicate that the 
those names remembered across the sex divide were the result of pairings in the 
exercises. However, it is not beyond possibility that they were, given that the playground 
observations revealed very little in the way of mixed sex groupings. Classroom groupings 
were based on friendship and were clearly sex based. This does not, of course, account 
for the same sex nominations. However, only one of the nominations appeared in the 
post-intervention 'like' category, so again, it is not beyond possibility that the children 
nominated were remembered from Intervention activities.
One final and, for this researcher, very gratifying point can be made in support of 
the contention that the nominations resulted from the Intervention. The most nominated 
pupil in this section was the pupil who was given the most 'dislike' nominations in the 
quantitative data collection, both at pre- and post-intervention. This pupil stood out in the 
class as being very different from all the others, in that the pupil existed very much in a 
world of their own. The 'dislike' nominations represented the fact that the other pupils 
categorised the pupil in question as being 'different', not necessarily actively disliked. 
Four pupils indicated that, as a direct result of the Intervention, they had come to know 
and like this pupil somewhat better. No claim is made here that this represents a major 
breakthrough in enhancing children's relationships in the primary school class room, but 
these four children, of their own choice, indicated greater tolerance towards an 'outsider'.
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Five children were nominated as being disliked in response to question six. Again, 
these nominations were checked against the quantitative 'like' and 'dislike' nominations 
both pre- and post-intervention. No pre-intervention 'dislikes' were present in the list of 
names deriving from the answers to this question, only one was present in the post­
intervention 'dislikes' list. The five pupils who nominated a 'dislike' response comprised 
one girl and four boys. The girl nominated a boy. Two of the boys nominated other boys 
(one of which was nominated by the same boy in the post-intervention quantitative 'dislike' 
category), the other two boys both nominated the same girl. Unfortunately, this was the 
pupil discussed in the paragraph above. It is possible that these two 'dislike' nominations 
represented prejudice (not racial) rather than actual dislike, although this cannot be 
proved.
Twenty (95.23%) of the pupils responded that they had both enjoyed the 
Intervention and would wish to do something like it again if the opportunity presented 
itself. Only one pupil replied that she 'did not know' if she thought the intervention 
enjoyable and that she would 'maybe' like to repeat the experience. It is possible that 
some of the pupils responded to these questions by giving the researcher the answers 
they thought he wanted to hear. But it is doubtful if all of the answers given were given 
to please. The general tenor of most of the responses to these questions was extremely 
positive and displayed little or no ambivalence. It is not unreasonable to assume that the 
positive response, overall, to these questions reflected the genuine feeling of the 
respondents.
6.5.3 The Follow Up Enquiry. Class 31
The follow up enquiry was conducted six months after the post-intervention data 
collection. By this time the two classes that compromised the Year Three group had 
been reconstituted into two different Year Four classes. Two pupils, one from each of the 
previous Year Three classes had left the school and one new pupil had joined. The 
researcher, who had not been into the school since the end of the post-intervention data 
collection was clearly remembered and very warmly greeted upon his arrival. Two 
children spontaneously asked 'if we were going to do PE with you again?' (The 
Intervention was carried out in a period normally set aside for PE and was referred to by 
several of the children as PE. The implications of this misapprehension will be dealt with
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in the Discussion.) Of the original Intervention class, twenty-one pupils remained in the 
school. All were successfully interviewed and audio-taped.
Recall of the exercises followed the pattern set at post-intervention. By a 
substantial margin, the affect exercises were remembered most clearly. Twenty pupils 
(95.24%) remembered these without prompting. One pupil (4.76%), was able to 
remember four of the exercises, six pupils (28.57%), were able to remember three each, 
twelve pupils (57.14%), each remembered two exercises and one was able to recall one 
exercise. One pupil required a brief prompt but was then able to recall two of the affect 
exercises.
As before, the communication and problem solving exercises were remembered 
less well. Only two pupils were able to remember the communication exercises without 
prompting. The Whisper Game was remembered by one pupil, and Three Things by the 
other. Eleven pupils (52.38%) remembered the Whisper Game after prompting and one 
the Co-operative Drawing. Seven pupils (33.34%) were unable to remember any of the 
communication exercises without sufficient prompting to compromise the point of the 
enquiry. Two pupils (9.52%) remembered the problem solving exercises without 
prompting (interestingly, these were the same pupils that remembered them, again 
without prompting, at post-intervention). Seven pupils (33.34%) were able to remember 
the problem solving exercises after prompting (although in two cases the memory was 
very vague) and ten pupils (47.61%) were unable to recall them at all, even after naming 
and describing two of the exercises.
The Blindfold Walk was, again, the most remembered of the exercises (recalled 
with out prompt fifteen times) and the 'most liked* exercise. In this latter category, the 
Blindfold Walk was cited eleven times. The remainder of the 'most liked' category 
comprised: Co-operative Letters (three mentions). Puzzles (twice) and Circle Sitting 
(twice). Three pupils did not specify a 'most liked' choice. In the 'least liked' category. 
Circle Sitting was cited three times, the Blindfold walk twice, and the Whisper Game and 
Co-operative Letters once each.
The reason given for disliking the Circle Sitting was much the same as that given 
in the post-intervention enquiry, the physical discomfort sustained when the circle 
collapsed. Only one child was constant in his dislike of Circle Sitting across the two 
enquiries. One of the other two children nominating 'dislike' for Circle Sitting was the
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child whose taped interview had been spoiled at post-intervention. It was not possible to 
compare her follow up enquiry with the post-intervention enquiry. The remaining child 
had nominated the Blindfold Walk as being disliked at post-intervention. Neither of the 
two children nominating the Blindfold Walk as disliked at follow up had expressed dislike 
for any of the exercises at post-intervention. The reasons they gave, however, reflected 
the same sense of vulnerability at being blindfolded that was mentioned by those children 
citing the Blindfold Walk as being disliked at post-intervention. Again, and in contrast to 
the eleven children specifying the Blindfold Walk as their 'most liked' exercise, four liked 
being blindfolded best, two liked steering best and five expressed no preference.
The child expressing dislike for the Whisper Game gave no reasons, other than to 
repeat 'I didn't like it', for her dislike. Similarly, the child nominating Co-operative Letters 
as being disliked gave no reason other than 'I can never do letters'. However, this was 
given in quite a remarkable context and will be referred again in the final section. 
Eleven children (52.38%) were able to give names of thirteen other children that they 
thought the Intervention had helped them to get to know somewhat better. As was the 
case in the post-intervention enquiry, these names were checked against both pre- and 
post-intervention like and 'dislike' nominations gathered during the quantitative data 
collection. In only one instance was a name rejected as having been given as a 'like' 
nomination at pre-intervention. Thus, ten children (47.62%) nominated twelve other 
children as being better known to them as a result of the Intervention. When these 
names were compared against the post-intervention 'like' and 'dislike' nominations, the 
result was quite remarkable. Of these twelve children, six were listed as 'dislike' 
nominations (from the quantitative data) at post-intervention. Why this should be the case 
is far from clear. A direct comparison of the follow up nominations with the nominations 
made by the same children at post-intervention revealed very little.
In only three instances did the nominations remain constant. Two of these 
nominations referred to pupil no. 4 (who was referred to at some length in this section of 
the post-intervention account). In one instance, this pupil was not mentioned as 'liked' 
or 'disliked' in either of the quantitative measurements, pre- or post-intervention. In the 
other instance, the pupil was not mentioned in the pre-intervention 'like' and 'dislike' 
categories, but was a nominated 'dislike' at post-intervention. In the case of the other 
'constant' nomination this pattern was repeated, the nominated pupil was neither 'liked'
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nor 'disliked' at pre-intervention but was nominated as 'disliked' at post-intervention. The 
remaining three children, remembered at follow up as being known better as a result of 
the Intervention, but nominated as being 'disliked' in the quantitative data collection at 
post-intervention, were not listed as being better known at post-intervention.
The only plausible explanation appears to be that at a distance of six months, the 
reason why these six children were signified in the minds of those nominating them as 
known better at follow up had grown opaque. They were remembered, but the reasons 
why they were remembered were not. With regard to the other nominations in this 
category, none were cited as 'liked' or 'disliked' at either pre- or post-intervention 
quantitative data collection. Only one of these other nominations was constant across 
post-intervention and follow up.
Of the ten children making valid nominations, four were boys and six girls. Four 
of the girls nominated both a boy and a girl, one girl nominated another girl, the last girl 
nominated a boy. Three of the boys nominated one girl each, the remaining boy 
nominated another boy. As was mentioned in the report of the post-intervention enquiry, 
it was not possible to keep records of every pairing made during the course of the 
Intervention exercises. However, the prevalence of cross sex nominations provides some 
circumstantial evidence to support the contention that the nominations were the result of 
interactions during the intervention exercises. The same sex nominations are more 
problematic, but as none of the nominations were listed as 'likes' in the quantitative data, 
it is, again, not beyond possibility that the nominated children were remembered from 
Intervention activities. No children were nominated as being disliked as result of the 
Intervention.
Eighteen (85.71 %) of the children responded that they enjoyed the Intervention and 
would wish to do something like it again if the opportunity presented itself. One pupil 
responded that he would not wish to repeat the Intervention but he did think that it was 
'OK'. Only one pupil replied that she did not enjoy the intervention and would not wish 
to do it again. This pupil was mentioned earlier. She had stated that she did not like the 
Co-operative Letters. The final part of her interview will be repeated to bring this section 
to a close:
/....OK. Can you remember any of the things that you didn't enjoy 
doing?
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V.Em, (six second pause), I can never do letters. 
i.You didn't like the letters. OK. if  you had the opportunity, i f i  were to 
come in and say 'Would you tike to do something like that this term?', 
what would you think?
V.No.
I.You wouldn't want to do it  OK. Do you know why?
V.Em, (five second pause), because I'm selfish.
I.Are you really? Who say's you're selfish?
V.Me.
I.Do you? Why are you selfish?
V.Because I am
i.Oh. Tell me how you're selfish?
V.l don't know.
i.You don't know. But you think you are?
V.Yes, i think i'm selfish (inaudible)..
I.And what else do you think you are?
V.Ugiy.
i.Hmm. Well, those are quite negative things. What's a positive thing 
you think about yourself?
V.(S second pause) Shrugs.
There was no forewarning of this episode at any point in the interview. The 
remarks were made with a straight face with no indication, whatsoever, of humorous 
intent. What lay behind them can only be speculated upon and a report such as this 
seems an inappropriate place to do so. The remarks are repeated solely to leaven the 
mildly positive results reported above. Whatever the effect that the Intervention may 
have had on the other pupils, it did not appear to have touched the pupil above.
6.6 Summary of the Finding Presented in Chapter Six.
6.6.1 This chapter has investigated the interview data provided by the main 
Intervention Group, Class 31, and the Control Group, Class 3C. Although the content
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of the interviews was somewhat more abstract than that of the First Year groups, the 
typology derived from the First Year interviews was found to be equally effective in 
categorising the Third Year interview responses. However, the rather more abstract 
nature of the Third Year discourse enabled somewhat finer distinctions to be made in 
coding than was possible with the First Year interviews. It was, therefore, possible to 
distinguish responses to Picture A and Picture B and treat them as separate entities for 
the purpose of analysis. There were clear indications that the Intervention Group 
distinguished between the two situations depicted in the TAT pictures and that they, in 
general terms, found the larger of the groups (Picture A) somewhat easier to relate to 
than the smaller group depicted in Picture B. A similar trend was found in Class 3C's 
responses to the two pictures, but to a lesser degree.
6.6.2 The quantitative evidence indicated that both classes in Year Three became 
more discriminating in their reported liking of their classmates, although this was not 
matched by an increase in reported dislike. The interview results from the main 
intervention group. Class 31, reflected this finding. At post-intervention, slightly under 
one third of the children in Class 31 (31.81 %) indicated in their responses to the pictures 
in the TAT, that they had moved to a less peer orientated view of their relationships with 
their peers than they had held at pre-intervention. Ten such changes were recorded, 
five for each of the pictures. In the case of both pictures, four of the recorded changes 
were negative. In the period covered from post-intervention to follow-up, there were 
fewer changes, three for Picture A and one relating to Picture B. All of these were 
positive. This result was interpreted in indicate that the intervention occurred during a 
stressful period for Class 31. The resolution of the question begged by this last 
statement, whether it was the Intervention itself or other factors that were responsible 
for this period of stress, is left until the Discussion, although the fact that similar and 
even more pronounced results obtained in the Control Group implied that external 
factors, rather than the Intervention, were responsible.
In Class 3C, the interview evidence, in particular that relating to changes in 
classification in the typology, ran counter to the statistical evidence. Statistically, Class 
3C had shown far greater discrimination than Class 31 in their reported liking of their 
classmates at post-intervention. However, a smaller number of pupils (20%) registered 
a smaller number of changes (six) over the pre- to post intervention period. Of these
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five were in a positive direction, that is ran counter to the expectation provided by Class 
31. The tentative suggestion offered to account for this was that Class 3C's situation 
differed from that of Class 31 in that Class 3C did not have the benefit of a constant 
class teacher to act as mediator and arbitrator. In the absence of a mediator, 
relationships in Class 3C became more attenuated than those in Class 31 so that those 
positive relationships that were made were signified somewhat more and were thus 
seen in a more positive light.
6.6.3 With regard to the reflections on the Intervention made by the participating 
children, the results were very positive. At post-intervention, 95% of Class 31 were able 
to remember the trust and dependency exercises, although the communication 
exercises were remembered less well and the problem solving exercises least of all. 
65% of the participants at post-intervention claimed that they felt the Intervention had 
helped them to get to know other members of their class rather better and were able 
to remember the names of those that they had got to know. 95% of the intervention 
group expressed positive views regarding the possibility of doing a repeat of the 
intervention on another occasion.
Six months later, at follow-up, the results were very similar. 95% of the 
participants remembered at least one of the trust and dependency exercises, 53%  
remembered at least one of the communication exercises, although they needed a 
prompt to do so, but only 9% remembered the problem solving exercises even after 
prompting. By this time the number claiming that the Intervention had helped them to 
get to know other members of their class better had dropped to 52%. 86% of the 
Intervention Group still claimed they would like to repeat the Intervention should the 
opportunity arise to do so. All of these findings point to the fact that the Intervention 
was enjoyed and remembered. This is especially gratifying as the pairings used in the 
Intervention were non-friendship and mixed-sex based. A discussion of these results 
and of those from the previous two chapters follows in the next chapter.
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Chapter Seven. Discussion.
7.1 Introduction.
Throughout the presentation of the Results, matters have arisen that have been 
consigned for later discussion. In this Chapter these matters will be revisited. The 
major element of the Results Chapters was consideration of the childrens’ interviews. 
On the basis of the answers given in the semi-structured interviews, a typology was 
constructed. Children were assigned to the four categories that comprised the typology 
at pre-intervention testing. The analysis of changes in category at post-intervention and 
follow-up formed the burden of the qualitative results chapters (Chapters Five and Six). 
It is appropriate,"therefore, to begin this Discussion with a consideration of the typology. 
Consideration of the effectiveness of the Intervention itself and relevant elements from 
the quantitative analyses will be considered in the second section which constitutes the 
main part of this chapter. In the final sections, two subsidiary matters will be 
considered. The first will be a discussion of the manner in which this study was 
undertaken In terms of its advantages and limitations. The implications of the findings 
of this work for further research will also be discussed. The second will be a 
consideration of the children's responses to the interview questions concerning the 
emotions exhibited by the characters in the TAT cartoons. The responses obtained in 
this section were somewhat surprising. They came to light during the coding process, 
thus precluding any follow-up. Further data collection and analysis were not possible, 
but comment on these findings should, sft least, be made.
7.2. The Typology. Comparisons with other research.
The typology comprises four categories: 1) Does not relate to others (DRO); 2) 
Teacher Dependent (TD); 3) Intermediate (Inter); and 4) Peer Orientated (PO). Details 
of the derivation of the typology were given in section 5.6, and the categories and 
criteria defining them were presented in sections 5.7.1-4. to which the reader is 
referred. These categories were derived from the responses made by the interviewees 
to the TAT cartoons. From the responses to the interviews, 'DRO', 'TD' and 'PO' were 
immediately apparent as 'stand-alone' categories. 'Inter' was added after a second
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reading of the interviews revealed instances of interviewees giving responses that 
showed indications of typical TD and typical PO answers within the one reply. All 
assignations to the 'Inter' category were subject to scrutiny by the Independent Inter­
rater (another psychologist actively researching children's relationships in the primary 
school classroom) and a concordance of 87% was achieved. Some confidence in the 
authenticity of this category was, therefore, obtained. (The same psychologist reviewed 
samples of the other categories, and similar levels of concordance were reported.)
Previous work undertaken by Kutnick and Brees (1982), with a younger age 
group (four years old), had indicated the presence of the TD and PO categories. This 
work had children responding to similar TAT cartoons to those used in this research. 
However, the nature of Kutnick and Brees* investigation was such that these categories 
were sufficient for their needs and they did not report other possible responses.
At pre-intervention testing, the DRO category was clearly apparent in the 
responses of 5 children (21%) in Class 1A and 6 children (26%) in Class 1C. The First 
Year categorisations were based on a combined set of responses to the two TAT 
cartoons, the embedded nature of these responses making analysis of the answers 
given to each picture somewhat difficult (see section 6.6.1). The responses of Third 
Year pupils were rather more amenable to separate analysis and (again, as was 
reported in section 6.6.1) separate categorisations for each picture were made. The 
incidence of DRO categorisation at pre-intervention testing was less than in the first 
year but still significant: in Class 31, for Picture A, 2 pupils (9.1%) and for Picture B, 4 
pupils (18.2%). These figures remained constant at post-intervention and at follow-up, 
although the children giving the responses varied. In Class 3C, only one pupil (5%) 
gave DRO responses. These were given to both pictures and remained constant at 
post-intervention and follow-up. It is tempting to speculate from the incidence of DRO  
categorisation indicated above that there appears to be some maturational influence 
on the DRO category, i.e. that because the incidence of DRO is considerably greater 
in the Year One group than the Year Three group, in some manner children mature out 
of this category. For two reasons, practical and theoretical, some caution should be 
exercised in such a speculation.
Firstly, the differences between the classes (indicated in Appendix Two) preclude 
direct inference being made. The Y e ar^ n e  classes at Rilldale were constituted from
260
diverse multi-racial and ethnic groups, drawn from a wide catchment area with few, if 
any, immediately apparent relationships between the pupils out of school. The Year 
Three classes in Garden St. showed none of this diversity, drawn as they were from 
a surrounding council estate wherein social networks both in and out of school 
overlapped. The two classes differed so greatly in their constitution, therefore, that no 
equal base-line for comparison could be made which would allow for comparison 
between the age groups or any inference of a maturational effect.
Secondly, the literature concerning children who exhibit behaviours similar to 
those described in the DRO category (for recent reviews see e.g., Garber & Dodge, 
1991; Goleman, 1996) tends to the view that such behaviour patterns develop very 
early in childhood. It is beyond the remit of this report to enter too far into the 
reasoning here. In essence, the argument runs that very early social interaction affects 
the physiological development of the brain and this has outcome correlates with later 
emotional regulation. In general, this line of argument is similar to earlier attempts to 
correlate early childhood experience with later childhood and adult dysfunctional 
behaviours. For example, from the perspective of Attachment Theory, Waters et al. 
(1980) and Crockenburg (1981) both investigated the roles of the neonate's 
temperament and the mother's responsiveness as factors in insecure attachment. The 
point to be drawn from this is that the origin of such behaviour patterns is seen, 
ultimately, as intra-psychic (however complex the inter-psychic processes that produce 
it may be) and not subject to maturational influence. The longitudinal consequences 
of such behaviours (Thomas, 1988; see also 2.7.3) are the motivation to find 
appropriate interventions to break out of the 'vicious cycle' of deviancy amplification that 
such behaviours are held to produce.
The DRO category was highlighted In the commentary in section 5.7.1. Here 
it was argued that:
[T]his is the group whose social skills need most attention, while at the same 
time being the group least likely to have access to any of the means of 
obtaining it from either teachers or peers.
The figures given above indicate, for the samples here at least, that, for both 
year groups, significant minorities in each class were in this category. As was stated 
earlier in this section, it is beyond the remit of this report to enter into a discussion as 
to why the chidren so classified should exhibit such behaviours. However, it is clear 
that such behaviours, however named or theoretically conceptualised, can lead on to 
potentially negative social outcomes (Asher and Coie, 1990).
Changes of category within this group have been highlighted throughout the 
results chapters and will be reviewed later in this chapter. It has been previously 
argued in this report (section 5.7.1.) that children in the DRO category do not perceive 
themselves as existing in a relationship with either their peers or their teachers. They 
either overtly challenge both or covertly challenge both by their withdrawal from them. 
Extended examples of these behaviours were given for both year groups (sections
5.7.1 and 6.5.1). The conclusion drawn here is that the children in this category very 
strongly resemble those children described by Dodge and his co-workers (e.g. Coie, 
Dodge and Coppotelli, 1982, Dodge and Coie, 1987) in Chapter Two. These 
researchers have studied aggressive behaviour in primary school aged children, which 
is strongly associated with rejection by their peers (Coie, Dodge and Coppotelli, 1982). 
As mentioned in 2.7.3, Coie et al.(1989: 224) state categorically that ' ...it is true that 
when peers and trained unfamiliar observers provide information about rejected 
childrens' behaviour, the most compelling reason for peer rejection appears to be 
aggressive behaviour.' Dodge and Coie (1987) further distinguish between proactive 
and reactive aggression. Proactive aggression occurs without provocation, reactive 
aggression occurs as a result of provocation. Proactive aggression is most likely to 
be linked with rejected status (Coie and Kupersmidt, 1983) which it precedes (Coie 
and Kupersmidt, 1983; Dodge, 1983).
Not all DRO children are perceived as rejected however, as was evidenced by 
the additional quantitative measure taken at pre- and post-intervention (3.7.6.1). 
Influenced by work carried out by Coie et al., (1982), the researcher asked children 
to nominate the names of three children they especially liked and three that they did 
not. All bar two of the children, both in the Year Three groups, were able to do this. 
(Classroom and playground observation of a ten-percent sample from both year 
groups demonstrated support for the accuracy of the nominations. The two children
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who chose not to give don't like' nominations did so because they professed to 'like 
everybody' in their respective classes.) The original study by Coie et al. (1982) 
differentiated six sociometric categories, in practice collapsed into five. The categories 
are: popular, rejected, neglected, controversial and average/other (3.7.6.1). A 
subsequent study by Czeschlic and Post (1995) found correlational links between the 
sociometric types investigated by Coie et al. (1982) and levels of measured 
intelligence. 'Popular' status amongst peers was found to be correlated to higher I.Q. 
levels, 'rejected' status with lower I.Q. levels. No indices of measured I.Q. were taken 
during the course of the current study, thus precluding exploration of this line of 
enquiry.
However, as has been previously pointed out (section 2.8.1), Hartup equates 
'having friends' as a proxy for 'being socially skilled* (Hartup, 1998:144). Indeed, 
interpersonal and social skills appear to be related to popularity and liking (Gottmann 
et al., 1975; Hartup, 1978,1998; Parker & Asher, 1987) In the same section (2.8.1.), 
Newcombe and Bagwell (1995) were also reported as enumerating four criteria for 
relationships with friends as opposed to non-friendship based relationships. These 
were: 1) positive engagement (i.e. talking, smiling, laughing); 2) conflict management 
(i.e. negotiation and disengagement rather than assertion of power); 3) relationship 
to task (i.e. being on rather than off task); and 4) relationship qualities (quality in the 
exchange as well as affirmation and mutuality). Clearly, these criteria imply high 
levels of social skill. While 'friendship', 'popularity' and 'liking' are not synonymous 
they are closely related. All require sophisticated levels of social skills and it is not 
unreasonable to assert that 'popular' status implies sophistication with social skills.
The restricted size of the sample in this study was not sufficient to embark 
upon the multi-variate statistical analyses that Coie et al. (1982) were able to 
undertake, using a sample of over 600 pupils, to arrive at a baseline for their 
categorisations. In the current study, a simple computation using the class nomination 
average was undertaken to give some indication of sociometric category, although this 
lacked the statistical rigour of Coie's methodology. Details of the names given were 
used as a reference in the analysis of the nominations made by children in their 
reflections on the Interventions in which they participated (sections 5.13, 5.14 and 
6.7). Thus, while an absolute categorisation into the six sociometric categories was
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not possible, a tentative and working categorisation was achievable. Using this 
framework, some indication of the feelings of their peers about the DRO children could 
be obtained from the nominations made of them.
Regarding the Year Three children, the only DRO child in Class 3C was 
categorised as 'popular*. At pre-test he received 13 nominations in total, nine 'like' and 
four 'dislike'. At post-test he received 11 nominations, nine like' and two 'dislike'. 
Four children in Class 31 were categorised as DRO. The nominations they received 
ranged from none at all at pre-test (effectively the equivalent of Coie et al.'s (1982) 
'neglected' category), via the 'average' category (two girls) to the equivalent of the 
'rejected' category; a boy with eight nominations at pre-test, one 'like' and seven 
'dislike'. As with Class 3C, one of the DRO children was relatively popular (six 'like' 
nominations at pre-test, with no 'dislikes'). By post-test this score was increased to 
11 nominations, eight 'like' and three 'dislike'.
Similar results were obtained from the two Year One classes. In Class 1A, of 
five DRO children at pre-test, two of the DRO boys received greater than the class 
average 'like' and 'dislike' nominations, an indication of'controversial' status. Two other 
DRO boys received 'average' numbers of nominations and one was rejected'. In 
Class 1C, two of the DRO boys were 'controversial' , three DRO children, two boys 
and a girl, were 'rejected', and the final DRO, a boy, received 'average' numbers of 
nominations.
Thus, while some DRO children are rejected, this is not the case for all of them. 
In this report, DRO categorisation is based upon the child’s perception of relationships 
and the manner in which they engage in them. The work of both Coie and Dodge, 
outlined above, is based upon observations of overt behaviour. The DRO category 
encompasses both overt challenge or withdrawal. In these respects, the DRO child 
is able to exhibit a variety of behaviours grounded in either of these stratagems which 
can result in a range of responses from peers.
What is clear from these considerations is that both approaches identify a 
distinct group of children for whom integration with their peers poses a distinct 
problem. Some of these (in total, six of the DRO categorised children, in both year 
groups) could be considered as 'rejected'. While it is again pointed out that the use 
of the term 'rejected' in this report does not directly reflect the usage by Coie et al.
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(1982), it Is analogous. The DRO category, as used in this report, encompasses a 
broader range of responses, but identifies some similar behaviours. Changes from 
the DRO category were among the indices used to gauge the effectiveness of the 
Intervention. With regard to these, the Intervention made some impact on this 
category. With respect to the Year One interventions: in Class 1A, two children 
moved out of the DRO category post-intervention. Unfortunately, one of these 
changes had to be discounted as it was confounded by factors other than the 
Intervention (see section 5.10). Thus, five children were categorised as DRO prior to 
the Intervention and four after - a success rate of 20%. For Class 1C, the figures 
were six DRO before the intervention and four after - a success rate of 33.34%. In 
Class 31, there was one positive change from DRO to "Inter" relating to picture B. 
However, this positive effect was neutralised by a negative change: Picture B, from 
TD to DRO. The one DRO categorisation in Class 3C remained constant at pre- and 
post-intervention and follow-up. The indication here is that the lntervention(s) is more 
effective, on the DRO category at least, when undertaken with younger pupils.
It is difficult to draw firmer conclusions than this. As will be seen in the sections 
following, the circumstances of the Year Three intervention affected the results 
considerably. The question of the optimum age at which to instigate interventions is 
open to some debate (Aboud, 1988, Fountain, 1990, see 3.6.2) but the results here 
suggest that the earlier the Intervention is effected, the more positive is the result that 
follows. This, of course, is open to further investigation. The following section will 
consider other potential research issues for all of the four categories suggested by this 
research.
7.2.1. Future researchers may well wish to investigate further the validity of the
four response categories derived from the Interview data. At a minimum, replication 
of categorisation element of this study is needed to ensure that some validity exists 
for the categories determined. It would then be prudent to investigate the categories 
using other measures, in particular observational techniques, in order to give a clearer 
description of them and to investigate their relationship to one another. In the current 
study they are assumed to be in a developmental sequence. It may well be the case 
that whilst the assumption of sequential development holds true for some, if not the
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majority, of children, other children may not progress. The basic method used in this 
study could well be developed to encompass all children of school age.
There already exists a relatively substantial body of research on children 
categorised in this report as DRO. (section 7.2.) As was discussed in the previous 
section, much of the existing work is based upon observation of such children's overt 
behaviour, while the research here was based upon the child’s perception of 
relationships and the manner in which they engage in them. A simple verification of 
the links claimed between these two approaches might be undertaken by combining 
them. Thus observed behaviour and external categorisation might well be compared 
with such children's own view of their relationships using a projective technique similar 
to the one used in this study.
Other types of investigation also come to mind. Czeschlic and Post (1995) 
have investigated the correlation between measured IQ and the sociometric groups 
outlined by Coie et al.(1982). Such an investigation might well be extended to include 
all four of the groups outlined in the research presented here. So too might the 
question of age, these are envisaged as simple descriptive investigations, but have 
the advantage of'rounding out' the basic outlines presented here. As will be argued 
in greater detail in section 7.8.2., such research enterprises may well be undertaken 
by teachers.
If the investigations suggested above support the validity of the categories then 
further, more complex, research opportunities present themselves. During the course 
of this research, it became very apparent to the researcher that there are limitations 
on what can be achieved in an Intervention such as the one described here. The 
child is in school for some six hours a day, five days a week, some forty weeks in the 
year. The majority of the child's waking life is, in fact, spent out of school. This being 
the case, what relationship exists between the child's 'world' out of school and their 
'world' in school? In short, recognition of the limitations of the social context of the 
child's experience of school admits investigation of the four categories described 
above into the main stream of research into adult/child relationships. In a nutshell, in 
what ways does the child's home life affect their ability to make relationships in the 
school environment? In this, of course, the full circle of questions is completed. What
266
is the relationship between home and school experience, and in what way do 
interventions in one affect the other?
The Discussion will now turn to a consideration of the overall effectiveness of 
the Intervention.
7.3 Effectiveness of the Intervention; The Pupils’ Responses.
The Year Three Results.
The results from both the quantitative and qualitative aspects of the research 
have been presented for both year groups in the foregoing three chapters. At first 
sight, the quantitative results from the Year One groups are more encouraging than 
those of the Year Three groups. The quantitative results from both of the Year One 
groups indicate a general increase in liking at post-intervention. The qualitative 
results also indicated a movement away from the DRO category. The quantitative 
results from both the Year Three groups indicate a reduction in levels of liking at 
post-intervention. The responses from the Teacher Questionnaires are also mixed. 
Two of the teachers perceived their classes as having benefitted from the Intervention 
and one did not. This section will begin with a consideration of the main intervention 
study undertaken by Year Three, which will be followed by discussion of the Year 
One results. The teacher's responses will be dealt with in detail in Section 7.6.
7.3.1 Quantitative Results.
The general finding from the quantitative analyses was that the Year Three 
children liked their classmates rather less by the end of the Intervention (section 4.5: 
table 4.1). For Class 31, significant differences were found post-intervention in 
average received score, total received score and total like scores. There were no 
significant differences in the total or average given scores. For the Control group. 
Class 3C, five significant differences in liking scores were present post-intervention. 
These related to average score received, total score given, total score received, total 
'like' score given and total 'like' score received. Together, these results were 
interpreted to indicate that while both classes were more discriminating in their use
^ 7
of like nominations post-intervention, Class 3C decreased their liking significantly 
more than Class 31. Furthermore, at post-intervention. Class 3C gave and received 
significantly less indication of their liking of their classmates at post-intervention than 
did the pupils in Class 31.
7.3.2 Qualitative Results.
The results of the analyses of the Interviews regarding Pictures A and B, pre-, 
post-intervention and follow-up, were reported in section 5.6.1 (Tables 5.3 and 5.4).
Class 31. In Class 31, the majority of changes in classification were negative and 
occurred during the course of the intervention. During the follow-up period some 
restitution occurred.
In five out of seven pre- to post-intervention changes, the average and total 
liking scores given by these children in the quantitative post-tests were less than at 
pre-test (of the two exceptions, one child increased their total score by one mark, the 
other by four marks). Average and total received scores were less at post-test for 
all seven children.
Class 3C. In Class 3C, the trend was the opposite to that of Class 31. The 
majority of Class 3C's changes of category occurred between post-intervention and 
follow-up. In this period there were nine changes: six positive and three negative. 
These children did not undergo the Intervention, yet they appeared to increase their 
degree of peer-orientated responses to the TAT cartoons both during the course of 
the Intervention and in the period between Intervention and follow-up.
Average and total marks given and received at both pre- and post-test were 
again compared. Only one child increased their total given mark (by 20%). However, 
along with all the other children, his average and total received scores fell at post­
test.
The picture from the data presented above is complex. Quantitatively, both 
classes liked each other less at the end of the Intervention, Class 3C markedly more
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than Class 31. Yet the analysis of category change gathered from the interview data 
suggests that those changing in the Intervention class were considerably more 
negative in their views of relationships with their peers than were the Control class. 
At face value, this would appear to indicate a negative effect for the Intervention. 
The context in which the Intervention took place sheds some light on this apparent 
paradox.
7.3.3 The Context of the Intervention. Field Notes.
Pelligrini remarks that researchers are always guests at a research site. 'One 
version of this tenuous arrangement has been labelled 'mutually voluntary and 
negotiated entree" by Schatzman and Strauss (cited in Corsaro, 1981).' (Pelligrini, 
1996: 46). Pellegrini goes on to recommend that the researcher builds into the 
research schedule time to develop cordial relationships with staff and children. Such 
a period was planned into the researcher's timetable. The researcher entered 
Garden Street, the source of the Year Three classes, 'cold'. It took some time to 
develop working relationships with both staff and pupils. Pre-intervention data 
collection was undertaken during the closing weeks of the Autumn term. At this time, 
apart from regular lessons, the whole of the school was involved in the production of 
the school's Christmas pantomime. This is no exaggeration. All of the school's 
pupils were involved in one way or another in this production and a general air of 
excitement prevailed. As a result of this activity, there was little time available for the 
researcher to talk with staff and pupils in order to get a 'feel' of the day-to-day activity 
of the school. During the period of the Intervention, the researcher attended the 
school for two afternoons per week. On Mpndays, the first session of the afternoon 
was given over to classroom observation, the second to the Intervention. On 
Thursdays, both the sessions were devoted to classroom observation. It took some 
three or four weeks for the researcher to feel that the novelty of his presence had 
worn off and that he was beginning to be taken for granted. During this period and 
beyond it, the researcher was greatly pre-occupied with running the Intervention and 
refining his observation techniques. It was not until after the half-term break that he 
felt tentatively at ease in the situation sufficiently to become aware of the wider 
context in which his activities were taking place. Although there were some
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indications in the field notes that, at times, individual children in the target classes 
had been upset during playtime, these did not appear to be significant, either in 
frequency or in portent. The first clue occurred during a playtime observation on a 
Monday, seven weeks into the intervention. In the extract contained in field 
observation diary one (Appendix One, Excerpt Two, q.v.), the main Intervention 
group's teacher refers to an instance of bullying occurring in the playground and 
comments that she had hoped 'that we had got over all of that'. As the incident 
occurred toward the end of the break and was immediately investigated by the 
teacher, an opportunity to discuss the incident with her was not possible. However, 
for the first time it became apparent that life at Garden St. was more complex than 
had been previously appreciated. Circumstances prevented the researcher from 
attending on the following Thursday, the only occasion on which a Thursday session 
was missed. The following week, the teacher was absent from school owing to 
illness and the Easter holiday commenced thereafter.
In all, eight weeks passed before an opportunity to discuss the matter again 
presented itself. During a Thursday mid-afternoon break, Class 3l's teacher and the 
researcher discussed an incident which had occurred on the previous Thursday 
involving four third year pupils: two girls from Class 3C and a boy and girl from Class 
31. During the incident, one of the Class 3C girls had been punched by the boy from 
Class 31. (This boy had been categorised as PO in both settings from pre-test 
interview data. However, he was not well liked. Only one child received lower total 
and average given arid received liking scores than him.) The incident had also 
involved a lunch-time supervisor and, because a physical assault had taken place, 
was taken very seriously by the school authorities. The full investigation had taken 
over five hours of staff time, and had involved both Third Year class teachers, the 
lunch- time supervisor, the headteacher and two of the mothers of the children 
involved. The two girls from Class 3C were vindicated. The girl from Class 31 was 
denied playtime for two weeks and her mother was asked to come to the school and 
was informed of her part in the incident. The boy who had perpetrated the assault 
had his mother informed and, subsequently, was not allowed to go on the Third Year 
field trip to a farm in Devon, which was to start early in May. In the conversation with 
the teacher (Appendix One, Excerpt Three, q.v.), possible racial implications of the
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incident were explored. The teacher felt that racial motives were not the cause but 
revealed that the school had been subject to an unprecedented outbreak of bullying 
over the past months. The staff of the school had no explanation for the occurrence 
and were attempting to promote a whole school policy to deal with it.
Of the 17 weeks that had passed since the researcher's arrival at the school, 
five had been missed due to school holidays. It had taken, therefore, 12 weeks to 
develop a relationship with Class 3l's teacher, catalysed by a major incident, to 
arrive at this insight. There was no opportunity to continue the discussion. Both 
Third Year classes were away in Devon on the field trip for the following ten days. 
The final Intervention session was held in the third week of May. An OFSTED 
inspection was looming, which demanded considerable amounts of staff time and 
the opportunity to talk with the class teacher again on the subject did not occur. 
Post-intervention data was collected by attending the school every day for two 
weeks and the researcher left Garden St at the end of the week prior to the start of 
the OFSTED visit. The researcher was only able to talk with Class 3l's teacher on 
one other occasion. This was in the November of 1997 during the follow-up data 
collection. By this time, the teacher had moved to the post of Year Two co­
ordinator. When asked what she felt the bullying situation was now like, six months 
on, she replied that she felt it had considerably changed for the better. A co­
ordinated whole school policy on bullying was now in place, but the general 
incidence had anyway dropped back to relatively insignificant levels.
These two incidents are by themselves noteworthy and give a partial 
explanation for the post-intervention results gathered from the Third Year. When 
combined with the interview material gathered at this time, a clear picture of the 
context in which the Intervention took place emerges.
7.3.4 The Context of the Intervention. Interview content.
Of the 42 pupils from both classes from whom pre-intervention interview data 
was obtained, only three made any mention at all of bullying in those interviews (one 
(4.56%) in Class 31 and two (10%) in Class 3C). At post-intervention, 26 weeks 
after completion of pre-intervention data collection, eight (36%) of Class 31 
interviewees and four (20%) of Class 3C interviewees made overt and extended
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references either to fighting or bullying in their responses to the two pictures. The 
references to fighting or bullying were not limited to any specific group in the 
classification derived from the interview data. In Class 31, two were from DRO, two 
from TD, one from Inter and three from PO. The references were equally distributed 
between boys and girls. Of the four references from Class 3C, three were from girls, 
one from a boy. One reference was from the DRO category, two from PO and one 
had been non-classifiable at pre-intervention.
Two brief examples from the interviews will suffice to give a flavour of these 
comments:
Class 31 S.1 (Chrissie). Post-Intervention Interview. The interview has just
started, Chrissie has been shown Picture A:
/. 1/1/hats going on here?
C. They're ail being horrible to him.
I. Right Why are they doing that?
C. Because they're bullies.
I. Are they buiiles?
C. I Just reading a book about a bully. (Have you?) They're ail bullies.
Later on, Chrissie is shown Picture B. As with Picture A the children are seen 
as 'being horrible' to the outsider.
I. Right. Why are they being horrible to her?
C. Because they're buiiles, that's why.
I. Because they're ail buiiles are they? Have you got a lot of buiiles in this
school?
C. Hm. Yeah.
I. Are you ever bullied?
C. No.
I. No?
C. Loads of buiiles.
I. Tell me the names of some buiiles?
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Chrissie then went on to name eight members of the class (36%) that she 
accused of bullying. In one instance she named a specific child as bullying a named 
other child, an incident which had been observed by the researcher. Four of these 
names tallied with those children who, as reported earlier, had themselves talked of 
bullying in their post-intervention interview.
In the second extract S.20 (Moe), one of the children named as a bully by 
Chrissie, and the boy involved in the incident recounted in section 7.2.5 made these 
replies to Picture B:
I. Whafs going on here?
M. A b u ii/s  come in to buiiy them.
i. Right. OK. And what are they doing?
M. Piaying.
i. Airight. What do you think the buiiy's thinking at the moment?
M. Em, to fight with them.
[i. Have you ever been buiiied. M. No]
i. This is the opposite question, have you ever gone and buiiied 
someone?
M. (No repiy.)
i. Or had fights with people?
M. i've had fights with people.
I. Yeah. Would you tell me about one of them?
M. Hm. Today, I had a fight with (names boy in Class 31), and because
in the hail , he started crying (hm), so I said what's wrong [....] and he 
kicked me. So I tripped him over (right) and then Miss put us outside.
By follow-up, 24 weeks later, only three (14%) former pupils of Class 31 and 
two (10%) former pupils of Class 3C made any reference to bullying. No references 
were made to fighting. All the references to bullying were made, as it were, in 
passing. Despite the background described here, all was not fighting and bullying. 
An anodyne may be found in Appendix One (Excerpt Six) which serves to indicate
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that there are positive aspects to peer interaction. The girl referred to in this excerpt 
was distinctly 'different' from all of her classmates, which difference was registered 
in the excessive number of'don't like' nominations she received in the 'three names' 
exercise during data gathering (section 7.2.1). At post-intervention four pupils 
indicated that they had come to know this pupil somewhat better, a result that was 
replicated at follow-up.
7.3.5 Interpretation.
It is quite clear from the information from the teacher and pupils given above 
that, during the course of the Intervention, an outbreak of bullying was taking place 
at Garden St. It is also clear that, by the time of the follow-up study, this had 
ceased. It was not possible to find reasons for this outbreak. However, it is clear 
from the post-intervention interview data, that it affected substantial numbers of both 
classes to the extent that their interpretations of the events enacted in the two TATs 
incorporated reference to it. Against this background, the post-intervention results 
from the Year Three groups may be interpreted as follows:
1) The outbreak of bullying and the distress caused by it were sufficient to make 
the children far more discriminating in their use of like nominations. Class 30 , to a 
significant degree, displayed the greatest diminution in indicating their liking for their 
fellow classmates. The children in Class 31, who underwent the Intervention, also 
displayed a diminution in their like nominations, but to a significantly lesser degree. 
Given their positive response to the Intervention demonstrated in section 6.7.2, it is 
likely that the Intervention played some part in ameliorating the effect of the bullying.
2) The post-intervention interview data or Class 31 showed that seven children 
so changed their responses to the TATs that their categorisation changed. For six 
of these seven children, the direction of the change was negative, indicating a less 
peer orientated view. It is not unreasonable to assert that these results reflect the 
outbreak of bullying described above. Without doubt, both peer and adult-child 
relationships are involved here. The outbreak of bullying was met with a vigorous 
response from the staff and headteacher (7.3.3) which also impinged upon the
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general context. It was the adults who resolved the situation rather than the 
children. Of the six children referred to above, three of them (50%) also mentioned 
fighting and bullying in their post-intervention interviews. At follow-up, a positive 
change in categorisation was made by one of this latter group of children. Of the 
other two, one remained constant and one had left the school. It will be recalled that 
Class 31 exhibited less change at follow-up than did Class 3C (31 - three positive 
changes and one negative, 3C - six positive changes and three negative).
The same data for Class 3C at post-intervention, showed four children 
changing their categorisation. In contrast to Class 31, five of the six changes 
registered were positive. As was recounted in Chapter Five (section 5.6.1), despite 
the fact that these children appeared to indicate a more peer-orientated perspective 
at post-intervention, all, bar one, gave lower total and average liking marks at this 
time. Similarly, all received lower average and total liking marks post-intervention. 
It was argued (section 5.6.1), that the only viable explanation was that these four 
children in Class 3C were interpreting the scenes in the TAT cartoons, in terms of 
how they would like to think they would behave. As has been pointed out above, 
the children acted very differently when indicating their post-intervention like 
nominations. In only one instance did a child give more liking marks at post­
intervention, all received less. One further point may be made. Class 31, had the 
benefit of a single, committed class teacherthroughout the period of the intervention. 
The children in Class 3C, for the greater part of the intervention period, had a series 
of supply teachers looking after them. What is being argued here is that, in the 
overall context of the intervention, the situation in Class 31 was far more stable that 
in that in Class 3C. This stability allowed room for the expression of disenchantment 
with peers made by the six pupils in Class 31.
In Class 3C, there existed no such stability afforded by a constant teacher. 
In the absence of a regular teacher, the children were forced to rely upon 
themselves and their classmates. As was noted previously (6.6.1, Tables 6.1 and 
6.2), at the onset of the Intervention programme, fewer pupils in Class 3C achieved 
PO status than did those in Class 31. The mean responses to pictures A and B, 
showed that 60% of the children in Class 3C did not achieve PO status, compared 
to 43% in Class 31. What is suggested here, is that the pupils in Class 3C were
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rather less able to rely upon peer orientation as a response to the outbreak of 
bullying than were their counterparts in Class 31. They also lacked the putative 
benefits of the Intervention programme as an aid to cohesion in these 
circumstances. A reversion to wish-fulfilment by a minority of the pupils was the 
outcome.
This statement, of course, begs the question of the role of the Intervention. 
As presented, the argument appears to claim that it was the role of the teacher that 
affected the manner in which these children perceived their relationships with their 
peers. Such an assertion need not contradict a claim that the Intervention was 
effective. Galton and Williamson’s (1992) analysis of co-operative learning in the 
primary school classroom points out that the role of the teacher (the fortuitously 
named Ms. Wright) in the class that successfully integrated co-operative learning 
was that of providing a stable structure wherein an emotionally secure 'space' is 
provided to explore the potential of co-operation. Such a structure was provided 
by the teacher in Class 31 attested by observations in the field. Against this 
background of security, the six children who did so were able to express their 
reservations concerning their peers at a stressful time in school. Given the 
supportive responses of the children in Class 31 to the Intervention (section 6.7.2), 
this researcher does not doubt that the Intervention also played a positive role in 
preventing the erosion of the pupils in Class 3l's view of peer relationships. A 
comprehensive comparison is confounded by to the absence of a permanent teacher 
in Class 3C. The evidence that is available allows informed speculation. The four 
children in Class 3C who showed the contra-intuitive greater peer orientation at 
interview, in actuality and along with all their peers, demonstrated the opposite trend 
with their quantitative responses. In shorffin the absence of both a permanent class 
teacher and the Intervention, the children in Class 3C were more disadvantaged 
than their counterparts in Class 31. As has been argued throughout, the Intervention 
is not designed to replace the teacher. Rather, it works in tandem with the teacher, 
who is relied upon to provide the secure structure within which the Intervention can 
operate.
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7.3.6 Summary of the section.
The results of the main Intervention study have been discussed in some detail.
Explanation has been offered forthe conflicting results presented in sections 7.3.1 and
7.3.2. The Intervention was undertaken within a stressful context of bullying operating
throughout the school. Against this background the results were interpreted as
follows:
* whilst the post-intervention liking scores of both classes fell as a result of the 
outbreak of bullying, those of the Control group fell significantly more than those 
of the Intervention group;
* the role of the Intervention was seen as retarding the decline of liking scores 
in Class 31;
* the lack of a permanent class teacher in Class 3C for the greater part of the 
Intervention confounded direct comparison between the groups;
* however, the role of the teacher as the provider of a secure and authoritative 
structure within the classroom was highlighted;
* the Intervention works within the structure engendered by the class teacher and 
thus in tandem with the class teacher.
* the teacher’s appraisal of the effectiveness of the Intervention gathered from 
the results of the teacher’s questionnaires will be discussed in section 7.4.5.
The Discussion will now consider the results from the subsidiary intervention 
with the Year One groups.
7.4 The Year One Intervention.
This was a subsidiary intervention with two purposes:
1) To investigate the effect of the elements of the intervention.
2) To investigate the appropriateness of the intervention to a younger age group.
A full rationale was given in section 3.6.2. A brief resume of the results is now given:
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7.4.1 Quantitative Results.
The main finding from the quantitative analyses was that the Year One children 
liked their classmates more at the end of the Intervention (section 3.5.3, table 3.1). 
At post-intervention. Class 1A indicated significant increases in average given and 
received scores and a significant decrease in the use of'don't like' nominations. Class 
1C indicated significant increases in the average and total given and received scores. 
Furthermore, Class 1A significantly reduced its use of'don't like' nominations post­
intervention, while Class 1C attained significantly higher average given scores post­
test. At post-intervention, the children in Class 1A had significantly decreased their 
dislike of one another, those in Class 1C significantly increased their liking of one 
another.
7.4.2 Qualitative Findings.
The embedded nature of the responses from the Year One groups precluded 
analysis of the TAT interviews picture by picture, as was undertaken with the Year 
Three groups (see section 6.3). Only gross changes of categorisation were possible.
Class 1A. At post-intervention there were four changes of category in a positive 
direction and one negative change (5.10). The pre- to post-intervention comparison 
of liking scores revealed two instances (both positive changes of category) of post­
intervention liking totals amounting to less than pre-intervention totals. In one of these 
instances only the post-intervention received total was diminished, by six marks. In the 
other instance, both total given and total received scores were diminished by two and 
four marks respectively. Not surprisingly, the changes in average scores reflected the 
changes in total scores.
Class 1C. In Class 1C, a total of six changes occurred pre- to post-intervention. 
Five were positive and one negative (5.11). Comparison of pre- to post-intervention 
average and total given and received marks revealed a similar pattern to that of Class 
1A; scores at post-intervention were higher, both given and received, than those at 
pre-intervention. There were two exceptions to this. In one instance both received and
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given scores were less than those obtained at pre-test, in the other the received mark 
at post-test was lower than that at pre-test.
Both classes, therefore, responded positively to the Interventions. Differences 
emerge between the two classes when their reflections on the Interventions are 
compared. A full account of the First Year reflections upon the Interventions was 
given in Chapter Five (sections 5.13 and 5.14).
In short, at least 95% of the children in Class 1A were able to recall four weeks 
after the Intervention at least one of the exercises they had participated in and averred 
they would participate willingly in a similar Intervention. This is a particularly gratifying 
result as the pairings used in the intervention were non-friendship and mixed sex 
based. However, over 60% of the children who responded to the question 'Do you 
think these exercises helped you to get to know anyone better?' responded 'No'. Of 
those who answered Yes', none claimed to have any further contact with those 
named after the end of the Intervention.
Just under one third of the children In Class 1C could remember any of their 
exercises without prompting, and just over one third indicated that they would be 
prepared to participate in a similar Intervention again. However, 50% of the children 
in Class 1C claimed they thought the Intervention helped them to get to know their 
classmates better.
There were ten changes of category at post-intervention accounting for 21%  
of the participant total in both classes. Of these, eight were positive and two negative. 
Three of the positive changes were in Class 1A (13%), five were in Class 1C (22%). 
There was one negative change in each of the classes.
It will be noted here that although Class 1A was the most enthusiastic 
concerning the Intervention, the majority of change occurred in Class 1C. 
Furthermore, 50% of the pupils in Class 1C claimed that the Intervention helped them 
to get to know their classmates better, opposed to 22% in Class 1A. These findings 
present an apparent paradox: the greatest effect of the Interventions carried out in the 
two classes occurred in the class that remembered least about the Intervention it 
participated in. This apparent paradox is compounded when it is recalled from 
Chapter Four (section 4.11) that, for five out of the eight Intervention sessions, six 
members of Class 1C on a rota basis attended cookery lessons and did not
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participate. Class 1C's Intervention took place in their classroom. The lay-out of the 
classroom, in terms of the space taken up by desks, bookshelves and other 
impedimenta, was such that only very limited space was available to the researcher 
forthe Intervention. At times, this caused considerable problems (see Appendix Five). 
In contrast, all of the pupils in Class 1A attended all of the sessions (allowance is 
made here for absence through sickness or other reasons), which were held in a 
separate and spacious hall. Therefore, reasons for the above finding are not readily 
apparent and, at best, are speculative.
The overall conclusion to be derived from the above is that both Interventions 
seem to have been moderately successful in terms of promoting positive change, 
especially bearing in mind that the Interventions were limited to eight half-hour 
sessions. In Class 1A, three (12.5%) of the children changed their categories toward 
a peer-orientation. The one negative change seems most likely to have been the 
result of a situational variable rather than due to the Intervention. In Class 1C, five 
(22%) positive changes were recorded. The only two category, negative change 
remains a puzzle, the most probable explanation being related to the manner in which 
vacillation between category change is in operation. The following section examines 
the context in both classes within which the interventions took place.
7.4.3 The Context of the Intervention: Field Notes.
In Chapter Four (section 4.9.6) reference was made to the fact that differences 
were apparent in the teachers' evaluations of the Interventions. These will be 
discussed in greater detail in the following section. For the moment, the point to be 
recalled is that the teacher in Class 1A, Ms.A, had been in post for three years, whilst 
her counterpart in Class 1C, Ms.C, had some twenty-five years experience. In a 
previous section of this chapter devoted to the Year Three results (7.2.8), the role of 
the teacher in structuring the classroom ethos was highlighted. After Galton and 
Williamson (1992), it was argued that, in order for co-operative work to be successfully 
undertaken, the teacher needs to create a secure and authoritative classroom 
ambience. The very tentative suggestion being made here is that Ms.C was rather 
better able to do this than Ms.A. Both teachers had, by any standard, 'difficult' 
classes (see section 5.2). Both dealt with them very differently. An extract from the
- 280
observation diary 7.5.97 (Appendix One, Excerpt Four, q.v.) illustrates this point. The 
excerpt describes an incident in which Ms.A responds to a disruptive child by shouting 
at him - at some length. It should be pointed out that this was an exceptional 
occurrence and the child's behaviour was reprehensible. Nevertheless, as several 
other diary entries attest, the instance is one which is illustrative of Ms.A's 
predominant method of keeping order.
Mayall (1994) notes, in her discussion of children's experience of adult's 
constructions of them at home and in school, that in the course of the 
'bureaucratisation of activity' in school and the teacher's role in enforcing this 
bureaucratisation: '...the interactive, negotiated processes whereby for children at 
home, knowledge grounded in valued individual relationships is developed are not 
available to children at school' (Mayall, 1994: 123). Interactive and negotiated 
processes did not appear to rank highly in Ms.A's class management techniques. In 
fairness to Ms.A, apart from the presence of a classroom assistant, she ran her class 
singlehandedly. This was not the case for Ms.C, who as the senior teacher in charge 
of the first year, also supervised the teaching practice of a final year student. This 
student was left in charge of the classroom for considerable periods of time and was, 
clearly, of great assistance to Ms.C. (This had little effect upon the research reported 
here. Although the student was nominally in charge of the Class for three of the 
Intervention sessions, Ms.C was always in close proximity.) Against this, it should be 
pointed out, that Ms.C had responsibility for all student teachers, whatever their level, 
who were placed in either of the year one classes, and held overall responsibility for 
them both. Like the class teacher in Class 31, Ms.C organised her class with quiet 
authority. This is not to suggest she never had occasion to raise her voice, but there 
is not a single entry in the observation diary referring to her shouting at the class. In 
the diary, the only reference to Ms.C reacting to a child in any manner other than her 
calling them to order when necessary, is an instance of her physically lifting a child 
out of the reading area and putting the child on a seat on the other side of the 
classroom. In both of these reported instances, the particular children involved were 
disruptive members of their respective classes. While the children exhibited similar 
behaviours, this was not the case for the manner in which these behaviours were 
handled by the respective teachers.
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With regard to the effect of the differing methods of classroom management 
described above on the results of the Intervention, what is being suggested here is 
that the manner in which the Year One teachers created their classroom contexts 
mediated the childrens' experience of the intervention. Children in Class 1A were 
removed entirely from their usual classroom context, one wherein order was 
maintained by strident means. They transferred to a hall in which assembly was 
normally taken and then participated in a series of activities far removed from their 
normal classroom activity and the usual structured context of that activity. Although 
their teacher was present, she did not participate and sat away from the class at the 
end of the hall. They were led in these activities by a 'stranger" who had them doing 
'strange' things in a 'relatively strange' situation. After this, they returned to their 
classroom in time for lunch break. In short, although the intervention was enjoyed (as 
attested by the high levels of exercise recall, stated enjoyment, etc.), it was effectively 
de-contextualised from their normal classroom experience. As a result, the novelty 
of the experience was remembered, the context of its' enactment was not, thus 
accounting forthe low-rates of post-intervention recall of partners. Class 1C, however, 
undertook their Intervention in their classroom with their teacher never far away. As 
a result it was more difficult for this group to de-contextualise the activities from their 
usual classroom round.
7.4.4 The context of the Intervention: Interview Content.
Twenty-three children in Class 1A answered question 5 in the post-test 
evaluation CDo you think that doing the exercises helped you get to know anyone in 
your class better?'). Fourteen (61%) of these children answered 'no'. Of those nine 
children (39%) answering 'yes', and citing names, none claimed to have any contact 
with those named after the intervention had ended. Only five of the children (22%) 
in Class 1A gave names that had not been mentioned as friends at pre-test (see 
section 5.13). Four of these children were boys and one a girl. Wherever possible, 
boy/girl pairings were used in all of the Intervention classes. All of the boys 
mentioned girl's names and the girl gave the name of a boy. It was not possible to 
note down the names of all the pairings during the exercises (the implications of this 
will be discusse^ ip 0  later secfM ), but the fact that the names mentioned were of the
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opposite sex leads to the conclusion that it was highly likely that these were 
remembered as a result of the pairings undertaken during the exercises. For the 
majority of the children, however, the de-contextualised nature of the Intervention and 
its setting precluded remembrance of those who participated with them. They 
remembered it as an enjoyable event, but one that had little or no connection with 
their everyday school reality.
The children in Class 1C had a different experience. Their Intervention was 
held in their usual classroom. Whilst this presented some difficulties for the 
researcher, for the children concerned the setting was familiar. Again, the class 
teacher did not participate in the activities but she remained a presence in and around 
the room carrying out administrative tasks. Although some of the activities in the 
Intervention were rather different from their usual classroom activities, e.g. guided 
fantasy, the majority of the exercises were akin to activities which were part of the 
usual classroom round. Differences did exist in that the majority of exercises involved 
pairing the children with other sex partners, but communication between different pairs 
in groups of four bore some resemblance to normal classroom groupings. Some of 
the communication exercises, e.g. co-operative drawing, were quite similar to normal 
classroom activities. It is suggested here, that the context of the Intervention was so 
similar to Class IC 's  normal classroom experience that they had difficulty, at post­
intervention, in separating the two out. This hypothesis is offered as an explanation 
of the low rate of recall of the activities in the Intervention without prompting (see 
section 5.14). The one activity that was remembered in some detail by four children 
(17%) without prompting was the guided fantasy. (As was stated above, this was an 
exercise quite different from normal classroom activities). This explanation is also 
held to account for the fact that, once remembrance of the activities had been 
established via prompting, 9 of the twenty-two children (41%) answering this section 
of the post-intervention questionnaire were able to contextualise the Intervention for 
themselves and remember names of children who they claimed they had been 
partnered with.
As was reported in section 5.14, one of the names given tallied with a name 
given by the same child during the pre- and post-test 'like/don't like nominations (see 
also section 7.2). This was discounted, it being felt that the child might have
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misunderstood the question. This left eight (36%) of the class offering names not 
previously nominated. These names were compared with the somewhat incomplete 
listings of pairings undertaken during the course of the Intervention. None tallied. 
However, the majority of the names given were of the opposite sex (one of the boys 
gave two girls names, five of the girls gave two names, one girl and one boy, and the 
remaining boy and girl respectively gave a girl's and a boy's name), thus giving some 
credence to the contention that they were genuine recollections of pairings.
As was the case with the main Intervention undertaken with the Year Three 
pupils at Garden St., an evaluation of the results cannot be undertaken without 
reference to the affective 'climate' of the classroom, a context structured by the class 
teacher. What has been argued is that, for Class 1 A, the nature of the Intervention 
made a qualitatively distinctive change from their usual classroom experience. Their 
teacher, who maintained somewhat rigid order in their class, was to all intents 
absent from the Intervention, which itself was held away from their usual classroom 
and its' associations. This distinctiveness mitigated against recall of the 
circumstances of the Interventions' occurrence. For Class 1C, the Intervention was 
nowhere near as distinctive. The activities comprising it were somewhat more 
related to the class' usual activities. The class teacher maintained order in a 
somewhat less rigid manner than her counterpart in Class 1 A. This contributed to 
a more relaxed classroom atmosphere. Whilst not participating in the Intervention, 
the class teacher was usually present In or around the classroom. The 'ordinariness' 
of this context for the Intervention mitigated against the pupils in Class 1C 
remembering it without prompting. Once remembered, the circumstances 
surrounding the Intervention were also brought to mind, thus allowing recall of 
partners involved. As was concluded with the Year Three groups, the Intervention 
works in tandem with the class teacher and in the structure provided by her.
The complexity of interactions in the classroom is highlighted here. For this 
researcher, the most telling metaphor used in the literature to describe such 
interactions is Hertz-Lazarowitz' (1992) use of the concept of'mirrors' (section 1.7). 
Each aspect of the six 'mirrors' listed by Hertz-Lazarowitz reflects upon the other 
engendering a complex, multi-faceted milieu in which no one single facet can be 
viewed in isolation. The organisation of the classroom facilitated the Intervention for
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Class 1Aand hindered it somewhat for Class 1C (see Appendix Five). The structure 
of the learning task differed for the two groups. The instructional style of the 
researcher was affected in both Interventions by the physical situation and the 
response of the children to the exercises they undertook. In Class 1 A, the exercises 
were novel and the children responded with enthusiasm. The children in Class 1C 
responded somewhat less enthusiastically to their exercises, seeing them in most 
cases as very similar to normal classroom activities. The children's apprehension 
of the nature of the exercises, in turn, affected their response to them, their social 
behaviourwhile undertaking them and their learning styles. Generally speaking, the 
exercises were easier to get unden/vay in Class 1A than they were in Class 1C. In 
the background, and at all times, the role of the class teacher"s instructional and 
social behaviour was evident in the ambience of the classroom. The complexity of 
these interactions was further compounded by the fact each individual child could 
respond, as Hertz-Lazarowitz points out, to each and any of the elements listed 
above at any point on a continuum of behaviour ranging from solitary to 
collaborative. Both Interventions took place in a different 'hall of mirrors', both 
produced different reflections.
7.4.5 Effectiveness of the Interventions. Conclusions.
The results of the main and subsidiary Intervention studies have been 
discussed in some detail. Explanation has been offered for the apparent paradox 
in the results offered in sections 7.3.1-4 and 7.4.1-4. It was suggested that these 
differences were due, primarily, to the impact made by the Intervention on the 
affective background created, within the respective classes, by the class teacher.
(Reference to the teacher's questionnaire results (4.8.1-3) has not been made 
so far. Detailed consideration of the results from these questionnaires is reserved 
for full discussion in section 7.6. However, this is an appropriate point to refer to 
them in order to leaven the argument so far presented. As was reported in 4.8, no 
comparison between the teachers in the Third Year was possible due to the 
absence, on medical grounds, of 3C's teacher for most of the Intervention).
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The quantitative results showed, between conditions:
* the children in Class 1A indicated, post-intervention, greater liking for one 
another with regard to their average given and received like scores. There 
was also a significant reduction in the use of the 'don’t like' category, both 
given and received.
* the children in Class 1C also indicated, post-intervention, greater liking for one 
another with regard to both average and total given and received liking 
scores.
* between the two groups, there was very little difference at pre-intervention. 
Class 1A gave and received significantly greater 'don't like' scores than did 
Class 1C. This difference had disappeared at post-intervention.
* the teacher in Class 1A was somewhat negative in her rating of the 
Intervention undertaken by her class. In only one instance did she provide 
a positive appraisal, she perceived the children as being more able to discuss 
work matters with her after the Intervention.
* Class IC 's  teacher was considerably more positive. In four of the eleven 
items she reported positive changes amongst her class. The children were 
perceived as being: more self-reliant, more popular with one another, more 
self-confident and more co-operative. On four other measures, talking about 
work with the teacher, levels of concentration, attention in classes and levels 
of integration, she reported positive, although non-significant, changes. The 
remaining three items showed no change.
* in the case of the main Intervention group. Class 31, between conditions the 
class liked each other less post-intervention. This was indicated by significant 
differences in the average and total received score and the total 'like' score 
received.
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the control group, Class 3C, also indicated that they liked each other less at 
post-intervention. There were significant differences in the average received 
score, the total given score, the total received score, the total 'like' given 
score and the total 'like' received score.
there were no significant differences between the two groups pre-intervention. 
The post-intervention tests indicated that the decrease in liking was 
significantly more apparent in the Control group than the Intervention group.
Class 3l's teacher gave the most positive evaluation of the Intervention of all 
the three teachers. In five of the eleven items of the questionnaire, she 
reported positive changes. Post-test, the children were seen by her to be 
better able to talk about work with the teacher, to interact better with their 
peers, to be less solitary and better integrated with their peers, to be more 
self-confident and more co-operative. To a non-significant extent, she also 
reported that the children were better informed, more amicable, having better 
concentration in class, paying better attention in class, and being more 
popular with other members of her class. In only one instance did she report 
no change, the children were neither more or less dependent upon her at the 
end of the Intervention.
The quantitative results showed a significant increase in liking in the 
subsidiary Intervention classes. However, these classes each tested only one of the 
two elements of the complete Intervention. Class 1 A's teacher was rather negative 
in her appraisal of the Intervention. Class 1C's teacher was very positive about it.
In the main Intervention study the results showed quite the opposite trend; 
both the main Intervention and Control groups showed a overall decrease in their 
liking of each other. The Control group indicated this significantly more than the 
Intervention group. Class 3l's teacher was very positive about the results of the 
Intervention.
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The qualitative results reflect the general trend of the quantitative results. 
Category changes in both the Year One groups were predominantly positive, that 
is, they demonstrated a change from the DRO and TD categories toward the PO 
category. There were four positive and one negative change in Class 1A. In Class 
1C, there were five positive and one negative change. The children in Class 1A 
were far better able to recall elements of the Intervention than those in Class 1C, 
and were more positive about its enactment. However, 50% of the children in Class 
1C claimed that the Intervention had helped them to get to know other classmates 
better compared to only 39% in Class 1A.
In the Third Year groups the qualitative findings were rather mixed. In the 
main Intervention group. Class 31, eight pupils registered fourteen category changes. 
Ten (71.4%) were registered between pre- and post-intervention testing. Of these, 
eight (80%) were negative, two (20%) positive. Four changes (28.6%) were 
registered between post-test and follow up, all of them positive.
Six members of Class 3C (30%) registered fifteen category changes. Six 
changes (40%) were registered between pre- and post-1 ntervention testing. Of 
these, five (83.34%) were positive, one (16.67%) negative. Nine changes (60%) 
were registered between post-intervention and follow up. Six (66.67%) were 
positive, three (33.34%) were negative.
The Discussion thus far has presented an argument which suggests that the 
results obtained can only be interpreted with reference to the context in which they 
were generated. After Hertz-Lazarowitz (1992), it was suggested that the 
Interventions took place in the complex social milieu of the classroom in which the 
pupils, the teacher and the physical and curricular constraints of the classroom all 
interact. The Discussion then referred to the work of Galton and Williamson (1992). 
These authors concluded that successful co-operative work in the classroom is best 
engendered where the teacher is able to provide a stable structure wherein an 
emotionally secure 'space' is provided to explore the potential of co-operation. It 
was then argued (7.4.4.) that, with regard to the First Year Interventions, that the 
content of the Intervention and the context of its enactment directly affected the 
perception of it by the participating pupils.
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* The pupils in Class 1A undertook the Trust and Dependency exercises. In 
the context of their everyday classroom experience these were entirely novel and 
were undertaken away from the classroom setting. This novelty was held to account 
for the high level of recall and positive evaluation of the Intervention demonstrated 
in this group post-test. It was also suggested that the children remembered the 
novelty of the Intervention and their enjoyment of it at the expense of being unable 
to contextualise it within their every day classroom routine. It was further suggested 
that the teacher created a somewhat brittle affective background in the classroom 
which provided a contrast to the affective background created during the 
Intervention. The Intervention was held to account for the increase in the average 
like scores given and received.
Of particular interest in this group were the significant decreases, at post-test, 
in the use of the 'don't like' category, both given and received. It will also be 
recalled that, in the between groups pre-test. Class 1A used these categories 
significantly more than the members of Class 1C. At post-test these differences had 
disappeared. The suggestion here is that this result clearly separates out the effect 
of the Intervention from any teacher effects. Indeed, the class teacher herself was 
somewhat negative about the Intervention. The teacher's classroom control 
techniques were not supportive of group interaction (7.4.3). The increase in liking 
and, more significantly, the decrease in disliking is, in the opinion of this researcher, 
solely attributable to the Intervention, and is indicative, at least as far as the Trust 
and Dependency element of the Intervention is concerned, of a positive effect.
* In contrast, the Intervention undertaken by the pupils in Class 1C involved 
exercises that were not dissimilar to their everyday lessons and were undertaken 
within the classroom. As a result, the pupils in Class 1C were less able to recall the 
elements of the Intervention as being in any way exceptional from their everyday 
routine. However, the average and total liking scores in this group significantly 
increased at post-test. Class IC 's  teacher did provide a secure affective 
background in the classroom (7.4.3). Separating out teacher and Intervention 
effects is, therefore, rather more difficult with this group.
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There are two claims to support the contention that the Intervention did 
register some positive effect. The first is the very positive evaluation of the 
Intervention given by the Class teacher. The second is provided by the fact that 
eleven (50%) of the members of this class maintained that the Intervention helped 
them to get to know other class members better and nine (41%) were able to give 
the names of those children that they felt they had got to know during the course of 
the Intervention (5.11). It must be readily admitted that it was not possible to check 
the names against pairings undertaken in the Intervention as no record of them was 
kept at the time (see 7.8). However, the preponderance of opposite sex names 
given lends some support to the assertion that these were derived from Intervention 
pairings as considerable effort was expended during the Intervention to ensure that 
opposite sex pairs operated (5.11).
With the foregoing in mind, the result of the main Intervention may now be 
considered.
* as has been consistently argued throughout the Discussion, the Intervention 
works in tandem with the affective background created by the teacher in the 
classroom. The results from the teacher questionnaires allow a separation of the 
teacher effect and the Intervention effect.
* both the Third Year classes were affected by the outbreak of bullying 
occurring in the school during the course of the Intervention period. The results of 
the liking tests clearly indicate that both classes liked their respective members less 
at the end of the Intervention, the Control class significantly more than the 
Intervention class. What is suggested here is that the outbreak of bullying, occurring 
mainly outside of the class room, was of a magnitude that allowed its effects to be 
imported into the classrooms of both Third Year groups. Class 3C lacked the benefit 
of a single class teacher throughout the period. Without this constant reference 
point they were much more affected by the bullying than were Class 31. The 
outcome of this was demonstrated in the significant differences in increased dislike 
shown in the quantitative results.
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Class 31 had the benefit of a single class teacherthroughout the period. She 
was able to provide an affective background within the classroom that offered some 
respite against the depredations of the bullying. The Intervention took place within 
this haven. It provided a positive context for the exploration of peer relationships. 
In combination, the affective background provided by the teacher and the effects of 
the Intervention itself resulted in a significantly lesser diminution in liking than was 
shown by the control group. The fact that the Intervention played a significant part 
in this is attested to by the very positive evaluation given to it by both pupils and 
teacher.
This interpretation of the results can be no more than tentative. The lack of 
the teacher questionnaire from 3C compromises the Main intervention study to a 
considerable extent (this subject will be revisited in 7.8.). However, in the opinion 
of this researcher, the interpretation is not unreasonable.
That the Intervention made an impact on the pupils in 31 is clearly attested by 
the fact that some six months later, at follow-up, 86% of the former pupils of 31 
intimated they would like to repeat the Intervention should an opportunity to do so 
arise. In addition, 92% were able to recall, unprompted, at least one of the trust and 
dependency exercises and 52% at least one of the communication exercises. 
Finally, 52% of the children, at an interval of six months, were able to give the 
researcher the names of other pupils that they thought the Intervention had helped 
them to know better.
In addition to this, as was previously stated, the Class teacher in 31 gave the 
most positive evaluation of the Intervention of all of her peers. In five of the eleven 
elements of the questionnaire she indicated significant improvement. Furthermore, 
she indicated improvement, at a non-significant level, in five of the remaining six 
elements. It is this combination of results that lend support to the claim made 
above.
7.4.6 Commentary.
The findings from both Interventions accord with the evidence presented in 
Chapter One (1.10.1-5 and 1.12.6). The burden of these sections suggested that:
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1) Successful co-operative groups are the result of a two stage process of 
formation and maintenance (Bennett & Dunne, 1990; Galton & Williamson, 1992; 
Hertz- Lazarowitz, 1989, 1992; Webb, 1989).
2) The role requirements of the teacher differ in each of the stages (Galton & 
Williamson, 1992).
3) Mixed ability groups perform better than homogenous ability groups. 
Homogenous groups of low-attaining children are most impervious to the effects of 
co-operative group work as they lack the social skills to work together and seek help 
from one another (Bennett & Dunne, 1992, Webb, 1989)
4) Mixed sex groupings are conducive to positive outcomes (Bennett & Dunne, 
1992; Webb, 1985,1989)
5) Friendship based groups limit the development of social skills as interactions 
in them are routinised and lead to the formation of cliques (Bennett & Dunne, 1992; 
Pollard, 1985; Kutnick, 1994)
6) Peer relationships engendered in a co-operative setting engenderthe greatest 
levels of mutuality, reciprocity and equality (Damon & Phelps, 1989; Kutnick and 
Rogers, 1994).
In the process of group formation, Hertz-Lazarowitz (1989) refers to the 
necessity of transitional skills. The Interventions undertaken in this report were 
directed towards the development of such skills in an enhanced socio-emotional 
background. In this, the Intervention differed from the studies of co-operative 
learning described in Chapter One. The Intervention was undertaken by a facilitator 
rather than a teacher. Nevertheless, the role played by the teacher, at one level 
removed, was clearly an important factor in the results obtained, as was discussed 
in sections 7.3.5., 7.4.3. and 7.4.5. (The teacher’s perceptions of the Interventions 
will be discussed in more detail in section 7.6) As Galton and Williamson (1992) 
reported, where the teacher adopts an authoritative role (as opposed to authoritarian 
or laissez-faire, see 1.13.) and is able to structure confidently the ethos of her 
classroom, then there exists the most positive background for the development of 
co-operative interaction among pupils.
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In line with the findings outlined in points three and four above, mixed ability 
and sex pairings and groupings were employed throughout the Interventions 
undertaken with the Years One and Three groups. With regard to the First Year 
Intervention, the results of both the quantitative and qualitative measures indicated 
a degree of success for this approach. Quantitatively, the liking measures for both 
classes indicated positive results. Positive results were also obtained from the 
interview data and changes in typology status at post-intervention (section 5.9). Also 
of importance in this context is the finding, at post-intervention, that the children 
were able to remember the names of some of their partners during the course of the 
Intervention exercises (sections 5.13 and 5.14). While this result has to be 
tempered by the fact that it was not possible to keep accurate records of all of the 
pairings in all of the exercises, thus providing no accurate check for the recalled 
names, the balance of probability suggests that these were genuine recollections. 
It is not, therefore, too far fetched to suggest that, for the Year One classes, the 
Interventions undertaken by them did help to engender increased levels of 
reciprocity, mutuality and equality (Damon & Phelps, 1989). This assertion needs 
to be tested in future work.
The results of the main Intervention with the Third Year classes are less easy 
to interpret in such a positive light. Quantitatively, both groups liked each other less 
at post-intervention and the qualitative results demonstrate a negative response from 
the main Intervention group. Yet even in the light of these results it can be argued 
that the implied predictions from the literature review were upheld. The role of the 
teacher has been discussed in a foregoing paragraph. The background context of 
the bullying outbreak underlines Hertz-Lazarowitz' (1992) conception of the 
mirroring' effect of factors within the classroom. Bearing in mind the caveat 
signalled above concerning the lack of records of pairings, a number of the mixed 
ability and mixed sexed pairs used in the exercises were remembered, some even 
at a distance of six months (although, as was pointed out in 6.7.3 some confusion 
was exhibited as to whether those remembered were liked or disliked). Perhaps the 
most robust indication that the Intervention was effective comes from the quantitative 
data. The Control group indicated significantly higher levels of restriction in the use 
of the 'like' category than did the Intervention group. While it cannot be claimed that
the Intervention engendered mutuality, reciprocity and equality within the Intervention 
group, it can be argued that it helped to prevent the attrition occurring in the Control 
group.
7.5. Comparison with Previous Investigations.
The results discussed here present a slightly different picture than those 
obtained by Kutnick and his co-workers outlined in Chapters Two and Three. 
Kutnick and Brees (1982) were able to demonstrate the positive effect of a series 
of trust and dependency exercises with a small group (N=40) of five year olds. With 
a larger sample (N=59), Kutnick and Marshall (1993) were again able to 
demonstrate again the positive effect of a series of trust and dependency training 
exercises on the development of co-operative behaviour with an older age group. 
This improved co-operation resulted in the Intervention class obtaining better results 
than a Control group on a co-operative computer game. Teacher assessment of the 
two groups, using the same instrument as in this investigation, showed positive 
gains for the Intervention group.
The Kutnick and Brees (1982) study differed somewhat from that currently 
reported. Two separate studies were undertaken. In the first, 28 children from a 
reception class were randomly assigned to an Intervention or Control group. The 
15 children assigned to the Intervention group were further sub-divided into three 
groups of five. The 'social' group contained children rated by their teacher as 
actively participating in social relationships with other children. The other two 
groups, also based on teacher rating, were 'non-social' and 'mixed'. The children 
in the Intervention groups participated in a series of trust and dependency exercises 
similar to those undertaken in the Interventions reported here, e.g. see-saws and 
blind-fold walks. They also engaged in a short series of communication and problem 
solving exercises, e.g. co-operative drawing. These were undertaken three times 
a week, for a period of five to ten minutes, over a six week period. The sessions 
were organised by a student teacher who worked with the class throughout the 
school year. A cognitive measure, derived from Emier and Valiant (1978), was used
294
as a test of change. This combined cognitive aspects of categorisation with 
perceptual and social criteria. The children in both Intervention and Control groups 
were also shown two TAT cartoons, Picture A depicting five children playing 
snowballs, Picture B depicting two children, face-to-face, talking. They were asked 
two questions at each showing of the pictures. In effect, these were, 'If you were 
an insider in the group, how would you respond to an outsider?', and 'If you were 
an outsider, how would you respond to the insiders?'
The second study divided 12 children, randomly chosen from a nursery class, 
equally divided by sex, into a either a co-operative task group or a control group. 
Again the Intervention was run over a six week period, three times a week, for 
periods of 10-15 minutes, by a student-teacher working in the classroom. In all, 
some four and one-half hours was devoted to the Intervention. This compares to the 
total of four hours training that the First Year groups in this study undertook. In 
free-play sessions the co-operative group engaged in the exercises described above.
The control group engaged in normal free-play. At the end of the Intervention the 
children undertook the same post-testing as those in the groups in the first study.
In their discussion of the results Kutnick and Brees note:
The results [...] showed that children [...] who undertook the interpersonal 
sensitivity exercises, displayed more social and co-operative [...] behaviours 
than similar children not undertaking the exercises. There were indications 
that a heterogenous [...] group may achieve better results [...] on the 
cognitive task than homogenous groups. The moral responses showed the 
experimental groups to be more willing to initiate child-child contact than the
control group and were generally more responsive to their peers The
second study found that purely co-operative orientated tasks neither 
promoted more cognitive nor moral co-operation. (Kutnick and Brees, 1982:
365)
Two points are of interest here. Firstly, there was no positive result from the 
second study wherein the children undertook co-operative exercises alone. The format 
of the Intervention was identical to the first study. The sensitivity training undertaken in 
the first study appears to be the key variable in obtaining the positive result. Second,
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in both studies, the interventions were conducted by a student teacher involved, long­
term, with the classes.
In line with the first study of Kutnick and Brees (1982), the results of the current 
study indicate that, for the First Year class undertaking the trust and effect exercises 
alone, a positive result was obtained (section 7.4.1. and 7.4.2.). While it is not possible 
to claim equal success for the main Intervention group. Class 31 (7.3.1. and 7.3.2.), there 
is no doubt that the trust and dependency exercises were enjoyed and made a distinct 
impression on this group.
In Kutnick and Brees (1982) the Interventions were undertaken by a student 
teacher who was constantly involved with the classes. The relevance of this to the 
current study will be discussed in more detail in section 7.8. For the moment it is 
sufficient to point out that considerable advantage accrues in having a teacher rather 
than an outside agent undertake the Interventions.
Kutnick and Marshall's (1993) investigation was undertaken with 57 Year Five (9- 
10 year old) pupils. Two classes in Year Five were randomly assigned as Intervention 
and Control groups. Teacher evaluations of both classes were undertaken, pre- and 
post-test, using the same questionnaire used in this study. The Intervention group 
undertook a similar relational social skills training as has been described in this study, 
twice a week, for 45 minutes, over a period of twelve weeks. In total, eighteen hours 
were spent on training compared to just over seven hours for the Third Year children in 
the current study. The cognitive measure was a computer game, 'The Water Game' 
(CWDE Softwear, 1989), which was undertaken by both groups. An observation 
schedule was derived from previous observations of groups undertaking sessions of 'The 
Water Game'. This was used to compare interactions within the two groups at pre- and 
post-test. The study also investigated the effect of group size on task outcome. As the 
results obtained from this element of the investigation are not germane to the present 
study they will not be discussed here.
The findings showed a positive effect for the social skills Intervention group. The 
authors concluded that 'The study showed that social skills training can increase within- 
class learning and social skills, and that these skills enhanced the outcome on the 
computer task' (Kutnick and Marshall, 1993: 531). The Intervention group spent more 
time on-taskand less time devoted to disparagement ànd superfluous verbal exchanges.
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In contrast, the Control group's conversations were, comparatively, more off-task, 
disparaging and discouraged full participation. The teacher evaluations are most 
relevant to the current study. The Intervention class showed significant improvement on 
seven of the eleven items in the questionnaire (peer-problem solving, concentration on 
tasks, paying attention in class, working within a group, balancing between solitary and 
group work, popularity with peers and co-operation with peers). The Control group 
showed improvement only on balancing relationships with peers. Teachers' responses 
to the current Intervention are discussed in the following section. Two of the three 
teachers gave positive evaluations of the lntervention(s)which reflectedthe improvements 
found above.
The work undertaken in this report was designed to assess the development of 
co-operative behaviour in the groups undertaking the intervention as measured by 
quantitative indices, teacher assessment and TAT responses, all at pre- and post­
intervention. In total 94 children participated, 42 in year three and 52 in year one. In 
both of the Kutnick studies, more time was devoted to training than in the current 
study. In particular, Kutnick and Marshall (1992) were able to devote 60% more time 
to training their Fifth Year group than was possible for the Third Year group in this 
study. This does not seem to have affected the results gained in the current study to 
any noticeable extent. Although no direct comparison can be made to task outcome 
results, this study was more concerned with process than outcome, the results of the 
teacher evaluation of Class 31 bear favourable comparison with those obtained in 
Kutnick and Marshall (1993).
The results of the current study indicate, in common with the findings of Kutnick 
and Brees (1982) and Kutnick and Marshall (1993), that the trust and sensitivity 
exercises were efficacious. Differences appear to emerge in the findings concerning 
the effect of the communication and problem solving exercises. The implication of 
Kutnick and his co-worker's findings are in line with the concept of socio-relational 
development outlined in Kutnick (1988) (see Chapter Two for a detailed exposition). 
Enhanced trust and dependency leads to better communication which results in 
cognitive growth.
The results of the current study suggest that in the context of everyday 
classroom activities, the participating children were unable to separate out the
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communication and problem solving exercises from their normal school work. This 
suggests a somewhat more complex relationship between the respective elements of 
the Intervention and the context in which it operates than was at first conceptualised.
The role of the teacher in creating a benign affective environment for the class 
has been highlighted throughout this Discussion. What the teacher does within that 
environment in terms of teaching was not taken up by Kutnick and his colleagues and 
has yet to be discussed. Such a discussion will be undertaken after consideration of 
the teachers' evaluations of the intervention.
7.6 The Teachers' Questionnaire.
The results of the teachers' questionnaire indicated that two of the three 
teachers involved viewed the outcome of the Intervention positively. Most positive was 
the teacher of the main Intervention group, Class 31. In five of the eleven items on the 
questionnaire, she indicated significant positive changes post-intervention. To a 
significant extent the children were perceived as:
* being more communicative with the teacher regarding work,
* interacting better with their peers,
* less solitary and better integrated with their peers,
* more self-confident,
* more co-operative.
* the children were also seen as being better informed, more amicable, having 
better concentration, paying better attention in class and being more popular 
with their classmates, although these results did not reach statistical 
significance.
(As reported in section 4.9, no comparison with 3C was possible.)
The teacher of Class 10  was also positive in her perception of the effects of the 
intervention undertaken by her class. To a significant extent, post-intervention, she 
perceived her pupils as
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* more self reliant,
* more popular with each other,
* more self-confident,
* more co-operative,
* they were also seen as being more able to talk about work and having better
concentration, improved attention in class and greater integration with 
classmates, although these results did not reach statistical significance. .
* these findings need to be set against the children's rather muted responsesb 
the intervention reported in section 5.14.
Only one significant post-intervention result was reported by the teacher in Class 
1A. She perceived her pupils to be more self-reliant after the Intervention. With regard 
to the other items in the questionnaire, her responses were less than enthusiastic, in 
four items verging on negative. To a non-significant degree this teacher saw her pupils 
as less well informed, more hostile, less attentive in class, more solitary, and less co­
operative. These findings need to be set against the positive responses of Class 1A 
to the Intervention reported in section 5.13.
In section 4.9.4, it was suggested that possible explanation of the differences 
in response of the two Year One teachers lay in the fact that Ms.C, being rather more 
experienced than Ms.A, held somewhat lower expectations both of her pupils and of 
the potential of the intervention. The incidents reported in section 7.3.3 add weight to 
this explanation. Ms.A had a 'difficult' class, which created problems of order for her. 
It is suggested here, that by the end of the intervention, she was exhausted and this 
reflected in her appraisal of her pupils in the teacher questionnaire. Ms. C, operating 
at a lower level of expectation derived from her greater degree of experience, was 
better able to view the intervention in a more positive light. Future investigations using 
this or similar methodologies will need to ensure that, when teacher evaluations used, 
a method of comparing teachers is incorporated.
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7.7 The Role of the Various Elements of the Intervention.
The positive evaluations of the Interventions by the teachers in Classes 31 and 
1C have to balanced with the childrens' evaluations. In the main, the evaluation by 
pupils in 31 was positive, but the trust and dependency exercises were remembered 
better than the communication and problem solving exercises. The pupils in Class 1C 
were somewhat less positive. Without prompting, the majority were unable to recall 
their Intervention in anything approaching the detail shown by the pupils in Classes 31 
or 1A. As was previously explained (section 7.4.3), the most probable explanation for 
this lies in the fact that these pupils were not able to signify their version of the 
Intervention as being distinct from their everyday classroom experience. When 
prompted, they were able to remember at least some of the exercises and the context 
within which they occurred.
The inference to be drawn from this suggests that the communication and 
problem solving exercises are a less effective part of the Intervention than the trust and 
dependency exercises. However, the teacher in Class 1C positively evaluated this 
element of the intervention when undertaken by her class. Furthermore, her 
evaluation, in terms of the significant changes she indicated, was only slightly less 
positive than that of the teacher in Class 31.
Both these teachers agreed that the children in their classes were more self- 
confident and more co-operative after their respective interventions to a statistically 
significant degree. Similarly both agreed, but to a non-statistically significant extent, 
that the pupils concentrated better and paid more attention in class. There was 
general concurrence on the other items, although differences exist in the degree to 
which they were rated by the teachers. In short, both teachers indicated similar 
positive evaluations of the interventions undertaken by their pupils. It seems probable 
that the interventions were interpreted differently by pupils and teachers.
7.7.1 Differences in Interpretation of the Experience of the Intervention.
In Chapter One, reference was made to Hartup's (1978) distinction between the 
'two worlds of childhood'. This was posited as-an organising principle underlying the
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development of the Intervention. The Vertical' nature of adult-child relationships was 
contrasted with the 'horizontal' nature of peer relationships and the implications of 
these relationships were discussed with particular reference to co-operative learning. 
Note was made of Cowie and Ruddock's (1988) reports of teachers' reservations 
concerning co-operative learning, in particular the potential challenge that such 
practices represent to the traditional role of teacher as the authority in the classroom. 
In Chapter Two, this theme was revisited in the context of the different 
conceptualisations regarding learning inspired by the theories of Piaget and Vygotsky.
Similar conclusions are reached from the perspective of the sociology of 
childhood. For example, Mayall (1994) discusses the childs' experience of home and 
school. Although both settings are 'vertical' in the sense that authority is exercised in 
each by adults, there is more room for negotiation on the part of the child in the home 
setting. At home, the adult goal of socialisation is mediated with the shared adult and 
child goals of encouraging independence ...'and of making space in the home to 
pursue their own agendas. Consent to do so was negotiable, and was indeed 
negotiated within a framework of critical personal relationships' (Mayall, 1994: 122). 
This setting is contrasted with that of school where the 'independence that teachers 
say they aim for in children turns out to be conformity with school norms, both 
academic and social' (Mayall, 1994:122). In a later passage in the same article Mayall 
notes the fact that:
[Children] also indicate their understanding that they are objects of the school 
enterprise, persons to whom actions are done; and, further, that they are 
powerless to reconstruct the school as a social institution to meet their own 
ideas about what would constitute a child-friendly educational setting. For 
them, the school is indeed an impervious, congealed construction of social 
norms [....] Children find themselves treated as group members rather than 
individuals, and as objects of socialization rather than participating people.
(Mayall, 1994: 124)
This finding is similar to those of the observational studies of primary 
classroom practice reported in section 1.3.1., which are discussed in more detail 
below. Schools position children in a different manner than they are positioned at
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home. Whilst at one level this is a statement of the obvious, the implications of the 
statement bear down upon the findings reported above. The appeal of the 
Intervention to the teachers is that it appears to engender behaviour which is 
conducive to good classroom order and positive learning outcomes. (It is accepted 
here that no learning outcome measures were incorporated into the research and that 
this assertion is speculative. However, the Class 1C's teacher did positively value 
the intervention, while her pupils did not.) The pupils, on the other hand, valued 
precisely those aspects of the Intervention wherein they were able to be 'participating 
people', namely the trust and dependency exercises in which they were engaged with 
one another. This is true for the pupils in both Classes 31 and 1A.
While it appears that the full Intervention programme is able to satisfy both 
teachers and pupils, it does not do so as an integrated whole. Parts of the 
intervention satisfy pupils, other parts satisfy teachers. The respective levels of 
satisfaction may be seen as a function of the respective levels of expectation. As 
currently constituted, teachers expect to teach, pupils are expected by teachers to 
learn - individually. This is the clear finding of the research reviewed in Chapter One 
(1.3.1). The burden of that section is perhaps best summed up by Bennett (1994; 
33) 'Pupils work in groups, but not as groups.' Learning is individuated and teacher 
orientated (Alexander et al., 1992; Bennett and Dunne, 1992; Mortimore etal., 1988; 
Tizard et al., 1988). The use of 'seating groups' (Galton & Williamson, 1992) is 
widespread but work is undertaken individually, up to 80% of the time in the classes 
visited in the ORACLE study (Galton et al., 1980). The situation has not changed 
significantly in the last twenty years (Galton et al., 1999). The groups create very 
little on-task communication (Bennett, 1994). Classroom talk is dominated by 
teachers, over 30% of it being teacher only (Galton et al., 1980, 1999). 65% of 
teacher contacts in Infant classes are directed to the whole class (Tizard et al., 
1988). In Junior classes, 67% of teacher contact is directed at individual children and 
23% to the whole class (Mortimore et al., 1988). Co-operative or collaborative work 
is undertaken mainly in art or craft activities and accounts for only 9% of the 
educational tasks a primary school child undertakes (Galton etal., 1980). Again, this 
situation has not altered significantly in the last twenty years (Galton et al., 1999). 
In the few instances where groups are used in the primary classroom, their
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constitution tends to be based on friendship or ability, rather than other integrative 
criteria (Kerry & Eggleston, 1988). In all, the picture that emerges is that of a didactic 
and instruction based pedagogy wherein little opportunity forsocio-relational learning 
exists. This situation is further compounded by the fact that teachers feel their 
traditional authoritative role to be threatened by any attempt to change the situation 
(Cowie & Ruddock, 1988, 1990).
Against such a background it is impossible for children to make a link between 
the separate elements of the Intervention, at least when the Intervention is presented 
as a 'one-off event by an outsider. What is suggested here is that it is possible to 
conceive of the Intervention being experienced by children as a far more integrated 
whole in a context wherein co-operation among pupils is seen as the norm rather 
than the exception. With co-operation as the baseline of classroom experience and 
the elements of this intervention being integral to the activity of the classroom, there 
is far more likelihood of the children themselves being able to recognise that the 
development of trust and dependency can lead to greater communication which, in 
turn, can lead to co-operatively based cognitive growth. This is the clear implication 
of the collaborative studies reported in Chapter One (1.7,1.8 and 1.12.1), the greater 
the degree of mutuality, reciprocity and equality that is engendered in classroom 
groups, the greater the levels of commitment to the group process, elaborated 
discourse and joint outcome.
Such a finding also resonates with the theoretical stance of Berger and 
Luckmann (1971), outlined in Chapter Two (2.2) and Chapter Three (3.2.1). Here the 
social construction of reality is depicted as a dialectical process involving mutual 
creation and externalisation of knowledge, its' objectification, and internalisation by 
others not present in its' creation. Berger and Luckmann note (cited in 3.2.1.)
It may also be [....] evident that any analysis of the social world that leaves 
out any one of these three elements will be distortive. (Berger & Luckmann, 
1971:79).
It is clear from the foregoing that the children's relationship to the social 
dialectic is concentrated upon the creation of those elements of social reality that they
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can call their own. On the other hand, teachers attend to that element of the social 
dialectic that they, rightfully, may lay claim to; that of instruction and internalisation.
In the current situation of differing expectation in classrooms, it is doubtful 
whether the differences in experience of the Intervention perceived by teachers and 
pupils can be overcome. However, less this conclusion sound too depressing, some 
positive results were obtained from both pupils and teachers. It is to a consideration 
of how these results may be improved that the next section is devoted.
Section 7.8 Reflections upon the Research and Possibilities for Improvement.
Section 7.8.1. Reflection and Retrospection.
As the old adage has it, 'Life is what happens while you think you are doing 
something else!'. So too with research. As is, no doubt, the case with all research, 
the planned achievement differed from the actual achievement. The research design 
had envisaged a straightforward enactment of the Intervention with a balanced 
interplay between the quantitative and qualitative results, resulting in a clear-cut 
conclusion - the Intervention either worked or it did not. In the event, the results 
allowed only guarded and provisional conclusions to be drawn. A brutal paraphrase 
of the results would have it thus: on the balance of probabilities it is most likely that 
the Intervention has a beneficial effect but only part of the Intervention is effective. 
The following is an attempt at 'unpacking' that summation.
7.8.1.1. The Design.
It is difficult to envisage any other than the quasi-experimental design as being 
appropriate. As was noted in Sections 3.6 and 3.6.1., true randomisation and very 
large numbers of participants are impossible in school based research of the nature 
undertaken here. Allocation into classes and class size are beyond the control of the 
researcher In addition, the aim of the research was relatively modest. In essence, 
it attempted to investigate the claim made by Kutnick (1988), that a developmentally 
based approach to social skills training, emphasising affectivity as a precursor in the
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development of social relationships amongst children, held an advantage over other 
methods of SST.
7.8.1.2. Quantitative and Qualitative Methods.
In the course of the preparation of this report, the Researcher imposed upon 
the good offices and natures of several colleagues to review the various sections. 
One such review of the Methodology Chapter suggested that it might been seen as 
in someway 'unprincipled'to combine quantitative and qualitative approaches to data 
collection. This Researcher has grave problems in countenancing such a criticism. 
The burden of the early part of the Methodology Chapter was an attempt to 
demonstrate that uncritical loyalty to a particular research ideology was ill-founded. 
As practised there are not clear cut methodological distinctions in research. The 
examples drawn from both Woolgar (1996) and Hammersley (1996) clearly attest to 
this. Although it is quite legitimate to express a preference for a particular 
methodological orientation, these orientations are not representative of clearly defined 
distinctions. In this context, the Researcher exercised his own bias and concluded 
that the eclectic approach enhanced rather than diminished the research undertaken. 
Whether the combination of qualitative and quantitative measures was successful is, 
of course, another question.
In retrospect, the Researcher concludes that it was not unsuccessful. The 
primary data source was, from the onset of planning, always considered to be the 
Interview data. The quantitative measures were envisaged as secondary to the 
qualitative measures. In the analyses of the results, the quantitative measures 
successfully provided both insight and support for the interpretation of the Interview 
data. Two examples are offered to buttress this claim.
In the Third Year groups, the 'liking' data indicated a diminution in measured 
levels of liking in both classes at post-test, the Control group significantly more so than 
the Intervention group. The interview data at post-test, however, showed that the 
Intervention group exhibited more negative change of category than the Control group 
who, in fact, exhibited more positive change. The comparison between the Interview 
data and the 'liking' data allowed the conclusion drawn in 6.4.1. to be made, that 
positive changes in category in 3C were more fantasy than reality.
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The data from the teacher questionnaire were also informative. They gave 
clear indications of the teachers appraisal's of the effect of the Interventions and 
enhanced the discussion of the effects of the separate elements of the Intervention 
as a whole (7.7.1). It is not unreasonable, therefore, to claim some success in the 
use of both qualitative and quantitative measures in this research.
7.8.1.3. The suitability and appropriateness of the measures chosen.
Three main measures were chosen. 1) The Interviews, the results of which 
gave rise to the categorisation of responses, changes in which formed the primary 
outcome measure; 2) the 'liking' measure, and 3) the Teacher Questionnaire. A brief 
review of these and the results gained from them seems appropriate.
7.8.1.3a. The Interviews.
The research was influenced by previous work conducted by Kutnick 
(Kutnick and Brees, 1982; Kutnick and Marshall, 1993) and by Cowie etal. (1994). As 
was reported in 3.5.3. and 3.7., the Researcher was of the opinion that the limited 
duration of the research precluded the use of a formally administered academic 
measure as a product outcome measure. This decision was based on a 'judgement 
call' which seemed the most appropriate course of action in the circumstances facing 
the researcher at the time. Changes in academic performance were not ignored, 
rather it was left to the teacher, via the questions in the teacher questionnaire, to 
report on any perceived change in academic performance. (In the event, two of the 
three teachers involved reported positivelyj>n this aspect.) It may well be the case, 
that in future research in this area, the design of the research may allow for some 
form of 'stand-alone' academic product outcome measure. Ideally this would be in a 
research design wherein the research was undertaken by the class teacher over a 
longer period than was available to the current Researcher. (See section 7.8.2.)
The interest of the researcher was that the Intervention would develop social 
sensitivity in the pupils undertaking the Intervention. Kutnick (Kutnick & brees, 1982; 
Kutnick & Marshall, 1993.) had successfully used a relatively simple interview 
procedure to measure change scores in responses to interview questions as a means
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of assessment of the effectiveness of the Intervention. The research currently 
reported developed that basic idea and extended the range of interview questions with 
the intention of providing insight into the nature of any change.
In that aspiration the research was not unsuccessful. The two categories of 
response obtained in the Kutnick investigations, Teacher Dependent’ and 'Peer 
Orientated’, were expanded to four. These were not just extensions of the original 
categories, rather two new categories, 'Does Not Relate to Others' and 'Intermediate', 
were uncovered. The DRO category was found to relate to other research into 
children's social relationships in school (7.2) and the Inter category underpinned 
Kutnick's (1988) formulation of relational development as a 'stair-like sequence' (5.7.). 
The analysis of changes into and out of the Inter category also shed like on the nature 
of this 'stair-like sequence', rather as a pilgrim takes 'two steps forward and one step 
back' so too the development of social relationships and the move between 
categories.
It is not unreasonable,therefore, to suggest that the use of interviews as the 
primary data source was well founded. A word of caution, however. As other authors 
have warned (Hayes, 1998; Miles & Hubermann, 1994) the interview procedure is very 
demanding of time. In the estimation of this researcher, a fifteen minute taped 
interview requires approximately two hours to transcribe and code. Comparison 
between the coded interviews then requires further time. Two hundred and forty 
seven interviews were undertaken in the compilation of this report. Interviewing does 
allow for great insight, but there is a cost.
7.8.1.3b. The 'Liking' measure.
As was stated above, the research was influenced by the prior work of other 
researchers. The choice of measures was also thus influenced. In 2.8.1., it was 
pointed out that Hartup (1998: 144) equates having friends' as a proxy for 'being 
socially skilled'. Indeed, it was further suggested in this section, that interpersonal and 
social skills appear to be related to popularity and liking (Gottmann et al., 1975; 
Hartup, 1978,1998; Parker & Asher, 1987). A measure of'liking', therefore, seemed 
appropriate. It may well be the case that in future research in this area, other 
researchers may be able to devise alternative measures, for example, whether or not
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subjects feel more inclined to work with other intervention group members after 
exposure to the intervention. For the purposes of this research 'liking', and in 
particular, increases or decreases in 'liking', seemed a simple and age-appropriate 
measure of the effectiveness of the Intervention. The actual 'liking' measure chosen 
was derived from Cowie et al., (1994), a study regarded by this researcher as a 
benchmark for work in this area.
There can be no doubt that the results from this measure, which was initially 
regarded as a secondary source, were of great importance in the research, 
conveniently framing the changes taking place over the course of the Intervention. 
Both at pre- and post-test, the quantitative results were analysed before the interview 
data, thus alerting the researcher to potential changes in Interview response. The fact 
that the Interview responses from Class 3C at post-test were counter to those that 
might have been expected by reference to the 'liking' results taken at this time is 
sufficient to suggest that the researcher was not unduly influenced by them in his 
interpretation of the interviews.
A further measure was also undertaken (3.7.6.1.). Here the children 
were asked to supply the names of three other children they liked and three they did 
not like. The originators of this measure (Coie et. al., 1982) undertook a complex 
multi-variate analysis of some 600 subjects which resulted in the compilation of a list 
of six sociometric categories - popular, rejected, neglected, controversial, average and 
other. As the restricted sample size of this research mitigated against a replication 
of Coie's multivariate analyses, the test was adapted using a class nomination 
average to arrive at the categories. This approach somewhat weakened the test's 
accuracy, and for this reason the test was only used as a reference rather than a 
main source of information. Nevertheless, the categorisations allowed by the data 
were a useful adjunct in the discussion of the DRO category in 7.2. The list of'like' 
and 'dislike' nominations also provided a useful check (5.11 and 6.5.2) of names given 
in post-test and, in the case of Class 31, follow-up, interviews of those pupils 
remembered by the interviewee as being better known as a result of the intervention. 
It will be recalled that, where the names given at interview were the some as those 
given in the pre- or post-test lists they were discounted as not being representative 
of new relationships. Although this measure was always considered somewhat inferior
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to the three main measures, in the event it too provided very useful information.
7.8.1.3c. The Teacher Questionnaire.
As the Researcher was asking questions of the children in the interviews 
and the children were having their say through the liking measure, it seemed not 
unreasonable, let alone fair, to give the teachers the opportunity to air their opinions. 
This was done through the teacher questionnaire.
As has been already pointed out, no formal outcome product measure was 
used in the research as a result of the perceived time constraint. However, teachers 
were given an opportunity to indicate whether they felt that academic improvement 
had occurred as a result of the Intervention in one of the sections in the questionnaire. 
They were also given the opportunity to give their views on other changes that the 
Intervention might have brought about. These included such matters as, increases 
(or otherwise) in talking with teachers about work, in co-operation, more or less 
integration with peers, improvements (orotherwise) in self-confidence, in attention paid 
in class, in popularity and other elements listed in 3.7.5.
Again, in the opinion of this Researcher, the use of the teacher questionnaire 
was successful in the context of the overall research design. The questionnaire 
provided valuable insight into the manner in which the teachers viewed the effect of 
the Intervention and, importantly, some evidence as to why they did so. In retrospect, 
interviews with the teachers would have enhanced the information obtained from the 
questionnaires. This would have allowed an improved interpretation of the teacher's 
questionnaire responses, which in this research are, at times, based in supposition. 
The fact that it was impossible to get a post-test reaction from Class 3C's teacher has 
already been commented upon as a weakness in the research. The practicalities of 
classroom based research and the problems arising from it are the subject of the next 
section.
In summary, the choice of measuring devices is always subject to some degree 
of compromise between the information that, in an ideal world, might be wished to be 
gathered and that which can be gathered in practice. No claim is made here that the
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quantitative measures were exhaustive or comprehensive. The claim is made, 
however, that they were 'fit for purpose', reasonably well balanced in the information 
they sought and obtained, and that, combined, they provided a clear evaluation of the 
effect of the Intervention.
7.8.1.3d. On Classroom Based Research.
At the beginning of this section it was stated that at its inception the Researcher 
had hoped for a clear cut outcome from the research. The Intervention either worked 
or it did not. The indulgent reader may (just) excuse this touching innocence given 
that the researcher was about to engage in his first research experience. To any 
future, first time researcher in this area: what you may wish to do and what you 
actually can do are two separate matters!
If the choice of measuring devices is based upon compromise, getting the 
information for them is, in no small part, based upon contingency. This is of course 
to overstate the case. Notwithstanding, there is a very large grain of truth in the 
statement.
Rather than enumerate an interminable list of alterations made to schedules, 
exercises, sources of data (or, in the case of the teacher in Class 30 , the absence of 
sources of data), unwanted help given, wanted help un-given, lack of space, 
competition from National Curriculum requirements and a host of other distractions, 
all may be summed up in six words: be patient, be flexible, be resolute.
As a researcher one is a guest in the chosen school. One is reliant upon the 
good-will of all those in the school that are involved in anyway in the research. Treat 
them all with respect. Communicate with them, and if one form of communication 
seems to fail, then diligently search out another. The great majority of people actually 
do want to help. The problem is that they may not understand how you wish them to 
help. What appears so patently obvious to the person engaged in the research that 
it is a 'taken for granted reality', is opaque to someone not involved in the research, 
precisely because they are not involved \n the research. The onus in communication 
is always with the researcher. It requires patience, above all, and flexibility to adapt 
to the situation. Skill in horse-trading can also be useful. Inevitably, what one sets
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out to do is altered by the act of doing it. Despite this, perhaps because of it, what 
one achieves at the end of the project is enhanced and enriched by having done it. 
This researcher wishes good luck to any future researcher in this area but suggests 
that they read the next section before embarking upon their research.
7.8.2 Possibilities for Improvement.
In section 7.7.1., it was noted that the children in Class 1A undertook their 
Intervention in a hall away from the classroom normally used for assembly and PE. 
The timetable allotment was a period normally allowed for PE. This was also the case 
for Class 31. Indeed, several of the pupils in Class 31 were of the opinion that the 
Intervention was a form of PE. This was such a strongly held view that at follow-up, 
six months later, two children, in course of greeting the researcher, spontaneously 
asked 'Are we going to do PE with you again?' (see section 6.7.3.). This vignette 
usefully highlights one of the major problems that beset the researcher during the 
course of the investigation. The researcher, and the Intervention on which the 
research was based, were without a context to which the pupils could relate. At both 
Rilldale and at Garden Street, the researcher entered into the world of the classroom 
for the allotted period, once a week. There was no link between the sessions which 
occurred without reference to any other part of an already crowded school curriculum. 
It is fair to say that, with very few exceptions, the children enjoyed participating in their 
Interventions (see sections 5.13, 5.14 and 6.7). However, it was apparent that, for 
many of the participating children, the Interventions were seen as separate from their 
everyday school experience because they were undertaken, for short periods, by an 
outsider who had no relationship to the school.
Both First Year teachers, independently and on separate occasions, 
commented that whilst they could see the potential of the Interventions, considerably 
more time than the eight weeks of half-hour sessions would be needed for them to 
have any tangible effect. The teacher in Class 3 0  expanded the point. She noted 
that even she, the class teacher, did not have the children together in her class for 
any length of time. During the five morning sessions of the week, the children were 
'set' for Maths and English. Two of the afternoon sessions were taken up with Games
and Swimming, leaving her to have them as a class for the remaining three sessions - 
six hours a week, just 20% of the time the children were in school. In this context, 
it is not surprising that this teacher expressed the view that she was at a loss to see 
how the children managed to garner any sense of a class identity.
The pressure of curriculum requirements and their effect in the classroom was 
remarked upon by a final year student teacher working in Class 1C. This is reported 
in full in an observation diary excerpt repeated in Appendix One (excerpt five - q.v.). 
She felt that far too many adults were present in the class during the course of the 
week. She listed nine adults who had a presence in the classroom. Of these, two 
were other staff, three were student teachers, three were classroom assistants and 
one was the researcher himself. She felt that this 'stirred them [the pupils] up'. From 
the point of view of the staff working in Class 1C (although this would equally hold true 
for both of the teachers in the other classes), the rhythm of the class was imposed by 
influences from outside the class rather than those generated within it. R e c e n t  
reports in the literature validate this point. For example, Broadfoot and Pollard (1996) 
reporting on the longitudinal and ongoing Primary Assessment, Curriculum and 
Experience Study (PACE) (Pollard et al. 1994; Croll, 1996), note that a major impact 
effect of the Education Reform Act, 1988 (ERA), at both Key Stages 1 and 2, was to 
diminish teachers' ability to structure the flow of events in their classrooms. 'Teaching 
was experienced as increasingly pressured and constrained by external factors. Key 
Stage 2 teachers felt the felt the curriculum for older primary school pupils was 
particularly overloaded,...' (Pollard & Broadfoot, 1996:148). They go on to note that 
many teachers felt unable or unwilling to adapt to the effects of the ERA and chose 
to leave the profession. By the time of Pollard and Broadfoot's publication, those 
teachers remaining had managed to adapt to the changes brought about by the ERA 
by a process of'mediation' (Osborn, 1996). During this period of'turbulence' (Pollard, 
1996), many of those teachers leaving had been replaced by new recruits to the 
profession who had been initially trained within the requirements of the Act and were 
thus not so affected by the changes the ERA brought about.
Broadfoot and Pollard go on to note that, with regard to the pupil's experience 
of the change brought about by the ERA, it was features of their classroom experience
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perse, rather than any specific influence of the National Curriculum, which 
predominantly impacted on their experience of schooling. Our evidence 
shows pupils becoming progressively socialized into the pupils role, adopting 
a somewhat more instrumental approach as they move into Key Stage 2, 
valuing educational success and seeking 'easy' tasks which would ensure 
success. Pupil-teacher relationships remained good, although pupils were 
increasing aware of teacher power and control and were very aware of the 
extent to which their activities were evaluated by teachers. (Broadfoot & 
Pollard, 1996: 148)
Whilst the ERA has brought substantial changes to primary schooling at Key 
Stages 1 and 2, some continuities exist. These are alluded to by the question mark 
in the title of Pollard et al's (1994) PACE 1 Report - Changing English Primary 
Schools? Following this theme, Galton et al. (1999), twenty years on from the 
original ORACLE study (Galton et al., 1980), observe bluntly that organisation in 
primary classrooms 'had hardly changed' (Galton et al., 1999: 41). They note:
It would appear, therefore, that two decades of classroom research, 
curriculum reform on an unprecedented scale, and a shift in educational 
thinking which has produced calls for a return to whole class teaching and 
more subject specialisation has had almost no impact on the way In which 
teachers organise pupils. (Galton etal., 1999: 41-2)
Observation of the organisation of the classes involved in the research 
reported here most certainly replicated this finding. However, despite these 
continuities, there has been some change. Galton notes that there has been an 
increase in whole class teaching over the past twenty years. In his opinion, 
however, this has not improved the quality of teaching in the classroom. 'As was the 
case twenty years ago, teachers talk at rather than with children during class 
teaching' (Galton et al., 1999: 183) Despite calls for 'interactive whole class 
teaching' and 'fitness for purpose', Galton and his colleagues found little evidence
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to suggest that whole class teaching had any effect on classroom organisation other 
than to increase the levels of such teacher talk. According to Galton et al. (1999: 
183), pupils respond to this by employing 'delaying tactics' to reduce the flow of 
information from the teacher, the incidence of use of these tactics increasing by two- 
thirds over the past twenty years. Clearly, this is an instance of the development of 
instrumentality by pupils commented upon by Broadfoot and Pollard (1996).
With regard to the current report, observation in the respective classrooms of 
Classes 1A, 1C and 3C endorse the findings reported above. The organisation 
within the classrooms of the children participating in the Interventions were markedly 
similar to those described in the original ORACLE study (Galton et al., 1980). It is 
not possible for this researcher to comment from personal experience upon the 
changes that have resulted from the introduction of the ERA and the National 
Curriculum, but the research findings discussed in the previous paragraphs resonate 
strongly with the researcher's own experience gained from the classroom 
observations.
With this in mind, the remarks of the student teacher in Class 1C, noted 
above, emphasise the effect of the structuring of the school day that the ERA and 
National Curriculum have engendered. Increasingly, the pupils' role in the school 
day is rendered passive. The demands placed upon teaching staff, by the 
assessment procedures of the National Curriculum for outcome performance, 
measured by SAT results, lead to more adults being present in the classroom. The 
role of the teaching assistants in the smooth running of the class day was essential - 
a point made by all three teachers. These assistants were allocated to both First 
Year classes. In Class 1C, at all times throughout the day, the classroom assistants 
were observed in the middle of the three rooms that comprised the Year One area, 
hearing reading or helping with lessons. (This equally applies to the two assistants 
working with Classes 31 and 3C.) Indeed, a classroom assistant, mentioned in the 
excerpt, also worked as a lunchtime assistant and was thus in contact with the 
classes more than the class teachers who took a lunch break. In two interviews with 
children in Classes 1A and 1C, this classroom assistant was referred to as the 
person to whom a child would refer in preference to a teacher. It is also difficult to 
imagine how the presence of student teachers in the room could be avoided.
It is not possible to estimate the extent to which the Intervention increased the 
pressure on classroom time. As has been previously mentioned, for Classes 1A and 
3C the Interventions took place during scheduled PE periods. Class 1C's 
Intervention was undertaken during the last period of the day and encroached upon 
'story-time'. Notwithstanding, the researcher was always made welcome and 
included in the class. At no time did his presence appear to create overt problems, 
indeed, both Ms.C and Shirley (S. in the field note extract) were more than happy 
to use his presence during the sessions as an opportunity to get on with other work.
The opportunity for the class teacher to create a structured and constant 
affective environment is compromised by the pressures of the curriculum. As 
previously stated, it is the case that the primary curriculum is increasingly biased 
toward subject based delivery (Croll, 1996; Galton etal., 1999) resulting in a 'subject 
based' day. As children respond to this by becoming more instrumental in their 
attitudes towards their role (Broadfoot and Pollard, 1996), such environments 
become more difficult to create. To the credit of the teachers involved, such 
environments were created. It is suggested here, therefore, that the most effective 
means whereby an Intervention, such has been described in this report, could be 
effectively introduced into the classroom, would be by the teachers themselves.
That there are problems associated with this simple statement is clearly 
recognised.
1) As already noted, Cowie and Ruddock (1988) note that teachers view co­
operative group work with a degree of ambivalence which relates to their feelings 
concerning control of their classes. Not all teachers are convinced that co-operative 
group work will have positive outcomes or that they are able or willing to experiment 
with it.
2) Training in co-operative group work methods is essential and requires a 
process of transition (Cowie and Ruddock, 1990). Even when such training and a 
suitable process of transition is allowed for, implementing co-operative group work 
is not without difficulty. In a major investigation into the potential of co-operative 
group work, Cowie et al., (1994) report that
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[T]he teachers found the process of transition to CGW a difficult one.
Despite their early enthusiasm about the in-service programme and their 
expressed commitment to this more participatory style of teaching, the 
experience of putting the ideas into practice over an extended period of time 
turned out to be much more demanding than any of us had predicted.
(Cowie et al., 1994: 114)
On the other hand, the limitations of using an outside agency to implement 
the Intervention discussed in this report, have been made clear in the above 
discussion. Unless the intervention is implemented by the teacher, the pupils face 
difficulties in contextualising it. On a positive note, the aims of the current 
Intervention are somewhat more limited than those expressed in Cowie et al. (1994) 
mentioned above. Among the outcomes sought in the Cowie study were listed 
changes in ethnic and gender relationships and improvements in bully-victim 
relationships. The Intervention reported here sought to demonstrate the necessity 
of trust and dependency as a pre-cursor to any subsequent outcomes from co­
operative group work. Training teachers in the relatively simple trust and dependency 
techniques undertaken in the Intervention reported here would not be difficult. The 
exercises could, with relative ease, be integrated into the school day, e.g prior to 
teaching or at the end of the day and would allow the possibility of action research 
to be undertaken by the teachers Involved to evaluate the Intervention. Such a 
proposal allows the possibility, especially with younger age groups, of introducing co­
operative group work techniques within the context of their those children's 
experience of the classroom, thus allowing for greater contextualisation of the events 
by them.
Two further points arise from the experience of this research:
1) The children's retrospective recall of the names of those that they thought the 
intervention had helped them to know better was rather seriously compromised by 
the fact that records of pairings were not kept when the various exercises were 
undertaken. Nothing in the pilot stages had suggested that this was necessary. In 
any future study such records must be kept. As the pairings were constructed on an
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ad hoc basis during the course of the intervention sessions, it may well be the case 
that, in future, pairings are planned prior to the sessions. Such an approach would 
give the distinct advantage of ensuring that the pairings are recorded, but this must 
be set against the fact that the spontaneity of the sessions is compromised.
2) Any external attempt at evaluation wherein teachers' reports and evaluations 
are included would need to ensure some parity, at least in terms of length of service 
and teaching experience, between the teachers. Quite how this could be achieved 
is somewhat problematic as staffing is not necessarily balanced, as was the case at 
Rilldale. However, if possible, a common teacher base-line would add weight to the 
interpretations of their evaluations.
7.9 And finally......
An unexpected result of this investigation remains to be reported. Harter 
(1983; Harter and Buddin, 1987; Harris, 1997), reports a developmental sequence in 
the expression of ambivalent feelings by children. The very young child is unable to 
conceive of two emotional states occurring either simultaneously or successively. 
In Harter's (1983) study, a very young child was seen as being between three and 
six years old. Between the ages of six and eight, children begin to be able to 
describe consecutive emotional states arising from a situation e.g. 'It was good 
when...but I didn't like it later'. They are still unable to conceive of two emotional 
states occurring at the same time. At around seven to eight years of age, the 
possibility that two emotional states might occur simultaneously is countenanced, but 
they are of similar valence, either both negative or positive. Not until ten years of 
age are children able to integrate two conflicting emotions. Initially, these emotions 
are related to separate but concurrent situations Tm happy when it's my birthday and 
sad when Arsenal loose'. Only at about eleven years of age can ambivalences 
resulting from one situation be described. Similar findings have been obtained by 
other researchers using variants of the same methodology (Meerum Terwogt, Koops, 
Oosterhoff and Olthof, 1986; Reissland, 1985; Harris, 1983; Harris, 1997)
Some of the five year old. First Year children at Rilldale did not conform to this 
pattern. The children were asked 'Whatdo you think the insider/outsider feels? (about
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the situations illustrated in both of the TAT cartoons)'. At re-test, with regard to 
Picture A, 12.5% of the children in Class 1A (three of twenty-four) and 17% (four 
of twenty-three) of those in Class 1C, maintained that the character was both 'sad' 
and 'angry' at the same time. For Picture B, the figures were 8% (two of twenty-four) 
and 13% (three of twenty-three) respectively. At post-test, the figures were (Pictures 
A and B respectively). Class 1A - 21% (five of twenty-four) and 25% (six of twenty- 
four); Class 1C - 9% and 9% (two of twenty-three).
The children in the third year classes were asked the same questions on three 
occasions, at pre-test, post-test and follow-up. The highest incidence of simultaneous 
'cross' and 'sad' responses was given by Class 3C at post-intervention test, to Picture 
A. Here 23.5% (four of seventeen classifiable answers) indicated both states. These 
children were in their eighth year of age, and such a response is not remarkable. 
That such a preponderance of the five year olds gave both emotional states 
simultaneously is worthy of comment.
Harris (1997) points out that, at a very early age, there is abundant evidence 
that children experience emotional ambivalence. He cites the results from 
Ainsworth's 'Strange Situation' experiment (Ainsworth, 1971) and Dunn's 
observations of two year-olds (Dunn, 1984) as examples. But, according to the 
evidence collected by, among others, the authors cited above, the common finding 
is that it is not until children reach eight to ten years of age that they are able to 
recognise two concurrent emotions. By way of explanation of the gap between 
expression and understanding, Harris posits a two stage hypothesis: that on the one 
hand the ambivalent situation is understood by the child at 'some automatic or semi­
conscious level' which leads to an overt expression of the ambivalence . On the 
other hand, the child's
retrospective and conscious analysis of the links between the situation and 
emotion is, at least in its initial stages, non-exhaustive. Having noticed that 
situations typically elicit either positive or negative feelings, children start off 
by denying that mixed feelings are possible. Gradually, they re- 
conceptualize the links that exist between situation and emotion. Their 
phenomenal experience of shifting feelings gradually intrudes and breaks
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down their insistence that the two types of feeling are quite separate.
(Harris, 1997; 125)
th e  findings reported in this section, interestingly using a projective technique 
rather than the rather more grounded approaches of the other studies mentioned 
above, are somewhat anomalous. It was only after the data had been collected and 
analysed that it became apparent that the five year-olds were giving out of the 
ordinary responses. No further investigation of this phenomenon was possible in the 
time allotted to the research. However, the use of projective techniques as a 
contribution to future studies in this area is an intriguing possibility.
7.10 Concluding remarks.
The simple questions 'What?', When?', 'Where?', 'How?' and 'Why?' provide
the framework for virtually every research project. The Results and the Discussion
presented in this report so far have addressed the first four of these questions. In 
Chapters One and Two the 'What?' was described in terms of a developmental 
socio-relational approach to SST. The potential for collaborative techniques used 
inside the primary school classroom was discussed with reference to the extant 
literature. The review of this literature led to the conclusion that there was 
substantial evidence to support the view that collaborative techniques were effective 
aids to learning, although they were under utilised. The literature also revealed that 
studies of the process of collaboration tended to the conclusion that collaboration 
became most effective after a period of group formation. During the period of 
formation, levels of social skills are of great importance. Sophistication with these 
skills is necessary both for the teachers and the pupils involved in such classes. 
Teachers need to be able to structure an affective environment within their classes 
that engenders the development of collaboration. Pupils need social skills to be able 
to interact successfully within the collaborative groups.
In Chapter Two, this theme was revisited. It was suggested in Chapter Two
that a consideration of the social relationships involved in collaborative activities was
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central to the success of any SST programme. Invoking the pioneering work in this 
field of both Piaget and Vygotsky, it was argued that both of these authors 
recognised this fact but that both placed differing emphases upon the relationships 
involved. Piaget emphasised the developmental potential of peer relationships 
characterised by symmetry of authority relationships between the participants. 
Vygotsky emphasised the developmental potential of the asymmetrical relationship 
of social authority between the 'novice' and the 'expert'. It was suggested in this 
Chapter that the contradiction between these two approaches was rendered 
apparent rather than real if the approaches were considered within the framework 
provided by current social theory. Such theory suggests that humankind is involved 
simultaneously in the processes of creating and re-creating social reality. Humans 
interact together and externalise the product of that interaction. These products are 
objectified and then internalised. Thus, overtime, human society is both created 
and re-created in the process of the social dialectic. Instruction is a vital element 
in the process of re-creation. However, it was argued in Chapter Two, that 
instruction is not the sole means whereby the process of re-creation was effected. 
Unless some provision is made for those being instructed to be allowed to validate 
the knowledge being passed on to them within the context of their own peer group, 
then they are not able to obtain ownership of that knowledge.
Chapter Two then proceeded to review the literature relating to instructional 
methods of SST. It was suggested that these were subject to certain limitations. 
Not the least of these was a marked degree of confusion, on the part of those taking 
part in the instruction, as to what social skills were most important to instruct. The 
Chapter then reviewed the evidence concerning socio-relational models of SST. In 
doing this, answers to the 'Where?' and 'How?' questions were provided. It was 
suggested that the classroom was the most appropriate place, and that Kutnick's
(1988) developmental model provided a framework for the structure of the 
Intervention. The 'When?' question was addressed during the course of Chapter 
Three. Noting that there was agreement in the literature that such Interventions are 
best undertaken 'early', but there was some dispute as to exactly how early, two 
conditions, separated in time, were set up for the Intervention in order to investigate 
this area. The results indicated the earlier the Intervention, the better.
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All this begs the question 'Why?'. As Phillips (1992) notes the question 
'Why?' is often neglected in planning group activity. Commenting upon this point, 
Mercer (1995) suggests that 'Too often learners have to try to make sense of the 
activity as best they can, being given little help in understanding or appreciating the 
ground rules they are expected to follow' (Mercer, 1995: 115).
Mercer's work is here chosen as an example of an approach typified, in this 
thesis, as 'instruction' based. However, unlike many 'instruction' based approaches 
(e.g. Powell, 1997), Mercer is not unsympathetic to the role that peer-group based 
activities might play within an 'instruction' based programme. On the contrary, 
Mercer is quite specific in quoting from the work of Barnes and Todd (1978) and 
Maybin (1994) which suggests, along with the line of argument presented in Chapter 
Two (sections 2.1 - 2.4), that knowledge is a negotiable commodity, ownership of 
which can be facilitated by peer group interaction. Mercer (1995: 94) quotes from 
the earlier work of Barnes and Todd, which quotation elegantly summarises the 
burden of the argument presented in Chapter Two:
Our point is that to place the responsibility in the learners' hands changes the 
nature of learning by requiring them to negotiate their own criteria of 
relevance and truth. (Barnes and Todd, 1978: 127)
For Mercer, the key element of learning is the progression from educationa/ 
discourse to educated discourse. In this distinction, Mercer (1995) restates the 
argument presented in Chapter Two, albeit from a somewhat different perspective. 
The product of human interaction is knowledge. This is transmitted by language and
I t -  ^
other sign systems specifically aggregated into discourse - a language form generated 
by people with shared interests or purposes. Novitiates are instructed by educational 
discourse with the aim of them learning and becoming so practised in the discourse 
that they are able to participate with their instructors on terms of relative equality. At 
this point they may be said to have entered the world of educated discourse. They 
are able to share and participate in the language practices of the discourse form with 
a degree of fluency. As with any language form, and here learning a foreign language 
provides a good analogy, the more fluent the student is, the more the student is able
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to appreciate the nuances and sub-textual meanings hidden within the discourse. 
Only by 'speaking the discourse' is one able to transcend it. Only by transcending the 
discourse can new knowledge be created. Mercer suggests that the role of the 
teacher is that of 'discourse guide' (Mercer, 1995; 83). He notes that educational 
discourse has limitations on its efficacy:
One problem with most teacher-led discussions in the classroom is that they 
only offer students the opportunity to make brief responses - there is a 
mismatch between the educational discourse they are engaged in and the 
educated discourse they are meant to be entering. (Mercer, 1995: 82)
Co-operative peer interaction is seen by Mercer as being an effective method 
providing students with opportunities to practice educated discourse. In such 
situations the role of the teacher is to provide the expertise to produce frames of 
reference for this to occur. In short, Mercer maintains that the role of the teacher is 
to 'scaffold students entry into educated discourse' (Mercer, 1995: 82). It is at this 
point that Mercer's thinking co-incides with that of other authors previously mentioned 
in Chapters One and Two whose work has framed the research undertaken in this 
thesis. In particular, there is strong common ground between Mercer's conclusion and 
that of Galton and Williamson (1992). The role of the teacher is to provide the 
background against which co-operative work can be successfully undertaken. In both 
instances the teacher provides, to use Mercer's (1995: 83) term, 'guided construction 
of knowledge' to facilitate the students burgeoning awareness of the discourse. In 
both instances, the aim is to provide the student with the means to enter into an 
educated discourse, be this either subject or social skill based. The research 
undertaken in this thesis has been an evaluation of one such method of 'guided 
construction of knowledge'. It differs from that suggested by Mercer (1995) to the 
extent that its' discourse aspires to emotional fluency based upon mutual trust rather 
than verbal fluency existing within the context of shared language practices. It is, 
perhaps, not unreasonable to suggest that upon reflection, the degree of difference 
between these two aims is notas wide as might first be thought. Both are intertwined.
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Hargreaves remarks that trust can be invested in either persons or processes 
- 'in the qualities and conduct of individuals, or in the expertise and performance of 
abstract systems' (1994: 252). This observation arises from a discussion of the 
manner in which the teaching profession is under pressure, both in the manner of its 
construction and the means by which it is construed, in the change from modernity to 
postmodernity. He notes also that one of the signal measures of the movement to 
postmodernity is the degree to which centralised control is under pressure from the 
emergence of disparate voices from their previous political and epistemological 
silence. The emergence of these voices and their demand to be heard threatens 
traditional centres of power and control. Hargreaves maintains that in the struggle 
between bureaucratic control and individual and group or professional empowerment 
'that accompanies the transition from modernity to postmodernity, collaborative 
relationships and the particular forms they take are central' (Hargreaves, 1994: 251). 
Behind collaboration lies the truism of trust' (Hargreaves, 1994: 251). Hargreaves 
suggests that in the process of the development of the modern, faith in trust deriving 
from interpersonal relationships gave way to trust in systems of authority. As the 
longevity and stability of organisations superseded the longevity and stability of the 
personnel comprising the organisations, then trust was placed in the processes 
produced to maintain the organisation. The course of transition from the modern to 
the postmodern, argues Hargreaves, 'marks the emergence of new kinds of process 
trust along with the reconstruction of more traditional kinds of personal trust.' 
(Hargreaves, 1994:253). Hargreaves notes that the 're-invention' of trust is a double- 
edged sword. While the development of interpersonal trust can reconstruct intimacy 
and be productive in generating collaboration, excessive reliance upon it can result in 
complacency and the réintroduction of paternalism and dependency. This, in its turn, 
can result in a reduced capacity to learn from others with inputs from outside the 
group. Hargreaves (1994) suggests that every group must be prepared, therefore, to 
accept an element of risk from the intrusion of outside agencies. This risk cannot be 
overcome and rather than attempt to hide from it, it should be embraced. Some 
protection may be gleaned from processes generated from within organisations with 
the aim of solving this constant exposure to the new:
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Processes to be trusted here are ones that maximize the organization's 
collective expertise and improve its problem-solving capacities. These 
include improved communication, shared decision-making, creation of 
opportunities for collegial learning, networking with outside environments, 
commitments to continuous enquiry and so on. Trust in people remains 
important, but trust in expertise and processes supersedes it. Trust in 
processes is open-ended and risky. But it is probably essential to learning 
and improvement. (Hargreaves, 1994: 254)
If Hargreaves is correct in his analysis, then the challenge for education is to 
educate for such a future. Current OFSTED initiatives reside in the modern. They 
are bureaucratic, centralised and act against the emergence of individual or collective 
dissenting voices. Whatever shape or form a postmodern education system may 
take it is clear that one vital component of it will be a basic education in trust. Harvey 
(1989) notes that two of the outcomes of current processes of change in late 
capitalist society are a decline in traditional forms of social integration and increased 
levels of social isolation. Kline (1994) and Crook (1998) each point out that, to the 
extent that media-borne models of social behaviour are effective in mediating 
children's views of social relationships, then many of the models of social 
relationships presented in the media are individualised and competitive. Whilst it is 
not claimed here that 'the media' are directly controlling of all aspects of children's 
social development, this finding, when viewed in conjunction with those of Harvey
(1989), reported earlier, must give rise to some concern.
The authors of Bright Futures (1999) a recent report of the Mental Health 
Foundation, clearly state the negative potential that the brief analysis given above 
can hold:
As a nation we have an insidious and growing problem on our hands that 
may soon start undermining the very fabric of our society. Our children, the 
country's most important resource, are, in increasing numbers, failing to 
thrive emotionally, are less able to cope with the ups and downs of life, and 
increasing numbers of them are going on to develop severe and enduring 
mental health problems. [....] We claim to be a child-centred society, but in
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reality there is little evidence that we are. In many ways we are a ruthlessly 
adult-centred society where children are defined almost exclusively in terms 
of their impact on adult lives and by governments in terms of their economic 
potential. (Mental Health Foundation, 1999; 4)
This thesis is not a suitable forum to develop the theme. However, the Bright 
Futures report is a timely reminder of the risk that any society runs when it ignores the 
emotional well-being of its young. No claim is made here that the research reported 
forms the basis of a 'magic bullet' that will cure all ills. What is being claimed is that 
any form of primary education that ignores the emotional development of its' pupils is, 
at best, short sighted. At worst, it is counter-productive and harmful, both to the pupils 
it purports to educate and to the society it purports to serve. The results of this 
research are offered as a small contribution to the formation of an education system 
that addresses the emotional needs of its pupils as well as their economic potential.
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Appendix One. Field Notes: Extracts from the Field Note Diaries cited in the Main 
Text.
In both schools a Field Diary was kept. At Garden St., in fact, two separate 
diaries were kept. One, entered into the word-processor recorded events during the 
course of the intervention. The word count for this is in excess of twenty-two thousand 
words. The second diary was hand-written and was kept during the course of the 
Thursday afternoon observations. This runs to some forty-five pages of A4. At 
Rilldale, a hand-written diary was kept. The intervention sessions at Rilldale were 
undertaken during the last period before lunch and in the last period of the same day. 
Wherever possible, the entries were written immediately after the sessions. The diary 
at Rilldale was less detailed than that kept at Garden St. Some observations were 
made concerning school assemblies and general classroom behaviour, but in the 
main, it recorded only the incidents occurring in the intervention sessions.
In three of the following appendices. One, Five & Six, excerpts from these 
diaries are reported. In this appendix, those excerpts to which reference is made in 
the text of the report are cited. In appendices Five and Six, excerpts giving a 'flavour" 
of the intervention sessions are entered.
Excerpts from Field-Diaries to which reference is made in the Report.
Apdx 1 .1  
Chapter five.
Extract one. From Rilldale observation diary -14.3.97. Fourth session at school, prior 
to collection of background data on children, which was collected at the end of the 
post-intervention sessions.
Have just had a revelation. Ended session by interviewing A. (361). Was left 
with the feeling that although the interview went well in the sense that she 
answered all the questions adequately and, indeed, fluently, there was 
something about her spoken English that did not quite feel right. Made a
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brief note to ask class-teacher more about her (? possible deafness). 
Caregivers are allowed into school 10 minutes before end of day. They may 
wait in the corridor outside the classroom. At the end of class teachers hand 
over children directly into the care of caregivers who then escort them off the 
school premises. An apparently elderly lady (? grandmother) tapped on the 
window of the middle door and attracted A's attention. Class was getting 
ready to go out. Anji ran over to the window and began to speak animatedly 
and fluently to the woman outside in what I think is one of the Asian 
languages. The penny dropped. My interviewee was bi-lingual, with English 
as her second language - at five years old! This school is down graded in the 
League Tables which has English usage as one of it's criteria of success. 
How grossly unfair this is.
Apdx 1.2
Discussion Chapter.
Excerpt one
From Garden St. observation diary - 10.3.97. Afternoon break. Researcher in the
playground with 3l's form teacher;
At this point AK (supply teacher for 3C) came up. We had been watching 
her some 25 yards away talking to another girl, who seemed to be crying.
From the body language of the tableau, it was apparent that the girl was 
being firmly told off. AK was bent over her. The girl was facing us, but not 
seeing us as her face was crumpled in tears. There was no apparent 
jerkiness in AK's motion which, in common with the same behaviour in other 
teachers, I have come to associate with a 'ticking off. G3 (31's teacher) 
agreed with me that the girl was being told off. AK approached and said 
that she was rather shocked by what she had heard from the children 
concerning the child. 3he expressed her initial doubts as to the veracity of 
the accusations, which were the child had be forcing the others to eat 
berries and soil. 03 ; 'Oh, no. Not again, I thought we had got over that.' At 
this point she walked of to talk to another child. I let this go and will ask
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again on Thursday to clear it up.
Apdx 1.3 
Excerpt two
From Garden St. observation diary -8.5.97. 3i's classroom. Afternoon break. 
Children all out in playground. Conversation with class teacher as we prepare for 
next session.
We then talked about the general situation. I asked if she thought there was 
a racial aspect to this. She (the class teacher) replied 'no'. She then said 
what worried her was the parents defensiveness. She then said that they 
were all very worried about bullying in the school. Over the past months it 
has become a major problem. She cited an example of a new boy who 
came last Thursday and had been so bullied that he refused to come in on 
the Friday. I asked what she thought was behind it all. No-one knew. It had 
come from nowhere. Garden St. had no history of bullying other than 'the 
odd incident'. Recently it had become widespread and intense. Headmaster 
and staff were perplexed and were trying to create a whole-school policy.
This makes sense of the 'circle-time' exercise I observed on my first visit to 
31 after the Xmas break - see 14.1 entry. We then got back to talking about
(the boy involved) He is apparently very demanding of her attention. GS
gave the example of a class reading exercise, M. v/ill push himself to her
side and demand almost exclusive attention She then said he was at a
loss when given a free choice. He would complain about being 'forced' to do 
things, but given a choice to do what he wanted to do, would be unable to 
decide.
Apdx 1.4 
Excerpt three
From Rilldale observation diary - 7.5.97
The time is just after the end of the intervention session, about midday, held 
that week in the classroom due to timetabling problems. (See also Apdx.7.1.4)
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Ms.A then asks the class to turn round and face her. I was not looking, 
talking to (a boy in the class) when I heard T. (a girl in the class) start a 
piteous crying bout. I looked up - she was distraught. Ms.A quickly 
intervened, inviting T. to go up to her and asking what was the matter. It 
seems that N. (a boy in the class, rated as DRO) had deliberately scratched 
T, quite nastily, on the back of her thigh. There was a red mark which had 
gone through her quite thick fleecy lined track-suit bottoms.
Ms. A went ballistic. It is a though she has a role model - the 
exterminating angel. Her face contorts as she expresses her anger in body 
language and she SHOUTS.
She ordered N. to stand up. Brooked no response from him. Every 
time he tried to get a word out, she overrode him. Now, I make no 
judgements here. N. is clearly a child with a history. Although he was clearly 
scared by this onslaught, he was not cowed by it. It was as though he was 
standing alone in a high wind. Whist apprehensive, he was not afraid. He 
put his fingers in his mouth. Ms.A shouted at him to take them out, which 
he did, but at his own pace.
Regarding Ms.A, it seemed that she too was going through her 
repertoire of behaviours relevant to a discipline situation. This was an act.
Enraged teacher enforcing discipline. She told N. that he had a red slip and 
that he would spend the afternoon with reception - 'to learn how to behave'.
The other pupils looked on in absolute silence.
(As previously mentioned in section 4.7.2, red slips denote bad behaviour. Five or 
more collected in a week result in a Headteachefs detention.)
Apdx 1.5 
Excerpt four.
From Rilldale observation diary - 21.5.97. After the afternoon session with Class 1C. 
Children have just departed. Have been invited to remain behind to join Shirley* and 
Ms.C in a cup of tea. First social invitation at Rilldale.
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s. then said that she felt the problem was that too many people were 
observing the class. She was a student, observed by the class teacher Ms.C 
and the headteacher. Two students in from Roehampton tomorrow. Me 
makes five, plus four other classroom assistants. Makes a total of nine. S. 
thinks that this 'stirs them up'. I think that this is quite plausible, although I'm 
not sure I would count the classroom assistants. T. seems to me to be 
indispensable, the other two regulars also help with reading etc. and seem 
to be part of the team teaching exercise. I can, however, see S's point. The 
children are continually passed back and forth. This point also made by GS 
at Garden St. re: setting.
* Shirley was a final year student from Roehampton Institute. In her late thirties, 
Shirley was a trained social worker and had worked as such for over ten years. She had 
decided upon a career change, hence her current situation. Shirley had been a regular 
presence in 3C's classroom throughout the intervention period. Ms. 0. would leave her in 
charge of the class for periods of up to a complete session.
Apdx 1.6 
Excerpt five.
From Garden St. observation diary - 19.5.97. End of the last intervention session 
undertaken at Garden St. In the school hall. 'Heidi' was a supply teacher who was 
covering for Si's usual class teacher.
While the children were putting on their shoes and socks, I witnessed a very 
sweet little incident. As ever. A*, had changed into her PE kit (well, this is 
billed as PEI) and as ever, was making rather heavy weather of putting her 
clothes back on. I signalled to Heidi at the door that I would wait with A. 
until she had finished when along came P., with V. tagging along behind, to 
F's obvious displeasure, and between them they then proceeded to dress 
A. - well I say both. F. had the role of Mother absolutely down to a 'T'. V. 
at best was a rather inept young helper in this, both in reality and in F's 
eyes. To see F. put on A's cardigan was delightful. 'Hold out your arms A.'
A did, F. fiddled with the sleeves, pulling them down to fit the arms, then 
fplç)ed back the cuffs. I almost expected her to lean over and kiss A.
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on the forehead, so well did she play Mother. I went with them back to the 
classroom where they joined the rest of the form in their fruit eating 
ceremony and the day ended.
* A brief word about A. A. was mentioned both in chapter six (6.7.2) and in the 
Discussion (7.3.4). In both instances she is referred to as being very 'different' from 
the rest of the class. Her 'difference' lay in the fact she did not appear to engage 
with the rest of the class. This was not due to shyness or lack of social skills. She 
could, in fact, be quite prepossessing. In the main, however, A's internal world 
appeared to dominate her relationships with both the class teacher and the other 
children. She 'lived in a world of her own' as the class teacher once put it. This 
created some problems for the class teacher. On several occasions I observed the 
teacher having to explain to A. that what she was doing was not what she had been 
asked to do and what the rest of the class, following the same instructions, was 
doing. This was not due to disobedience on A's part. She was just rather 
idiosyncratic in her interpretations of the teachers instructions. I was unable to find 
out much detail regarding A's academic record, other than she was regarded as 'a 
good average' and 'very good at drawing’.
The other children were somewhat less generous in their appraisal of her. A. 
consistently received, both at pre- and post-intervention, significant levels of'don't like' 
nominations. The children were rather less patient with A's eccentric behaviour than 
was the class teacher. Several references in the observation diary attest to this. A 
single instance will suffice to illustrate this point, taken from an entry on 10.2.97:
The most eloquent silent remark came from M. who was paired with A. (GS 
tells me A. is not well liked and she thinks A. can be aggressive. There is no 
doubt that A. lives in a very complex world of her own) Anyway, M., out of 
A's gaze, just rolled her eyes to the ceiling in an expression of supreme 
resignation. I could not see what others were doing, I just caught this look 
out of the corner of my eye, these kids are so mature!
It was, therefore, a very gratifying result to find, at post-intervention that four 
cfti^iren mentioned that they felt that they had got to know A. somewhat better as
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a result of the intervention. Unfortunately, her like score total dropped from 43 at 
pre-intervention to 31 at post-intervention. The actual nomination totals being: pre­
intervention - four 'likes’, twelve 'don't knows' and seven 'dislikes'; post-intervention 
- three 'likes', two 'don't knows' and eighteen 'don't likes'. Clearly, the majority of the 
children hardened in their attitude toward her over the course of the intervention. 
The radical increase in the 'dislike' score is interpreted here as highlighting the 
general change in attitude in 31 over the intervention period. A. was regarded as an 
'outsider' at pre-test, although most children accorded her a 'don't know' nomination 
at this time. The general erosion of relationships due to the bullying outbreak, 
crystallised opinion and the reduction in tolerance was reflected in the eighteen 'don't 
like' nominations she received at post-intervention. No other child in the class was 
subject to such a clear show of rejection.
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Appendix Two. Background Information on the Two Schools Involved in the 
Interventions and the Acquisition of Interview Data.
Apdx 2. 1 The Schools.
The First Year interventions were undertaken in Rilldale Primary School', to 
which the researcher had been referred by Roehampton Schools' Liaison Service. 
Rilldale is administered by an Outer London Borough but is situated within one quarter 
mile of the borders of a large Inner London Borough in the south of London. Its 
catchment area includes a large and recently established Asian community. (Details 
of the composition of the classes follow shortly). The school building was situated in 
its own grounds which incorporate a large playing field and two tarmacadamed 
playgrounds. The school building was large and stood three stories high. On each of 
the stairwells instructions for conduct on the stairs were posted in English, Bengali and 
Gujerati, a reflection of the fact that for many of the Asian children in the school, English 
was a second language.
The school roll approached eight hundred and fifty. According to its (at the time 
of interview) acting headteacher this was divided 'roughly forty percent Asian and the 
remainder more or less evenly split between the local working class White and Afro- 
Caribbean communities' (Field notes 26.2.97). The recent and rapid expansion of the 
local Asian community (many of its inhabitants being newcomers to this country), had 
created severe problems for the school, in terms of the school's ability to accommodate 
to the changing demands upon it. In the 1996 'League Tables' for the schools in the 
LEA, the school appeared very near to the bottom. The acting Headteacher (whose 
appointment was confirmed during the follow-up interview period of this research) was 
tasked to turn this situation around. The research was conducted at a time of 
considerable transition for the school.
Apdx 2.2 The Year One Classes.
The Headteacher acceded to the researcher's request for access to the two Year 
One classes. The research intervention with the Year One classes was undertaken as 
a subsidiary project with two aims: a) to investigate any effect of age on the
intervention, and b) to investigate the children's responses to the two main elements
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of the investigation - the affect exercises, and the communication and problem solving 
exercises. The classes are identified as 1A (affect) and 1C (communication/problem 
solving).
Apdx 2.2.1 Class 1A. The Affect Exercises Group.
At the outset of data-collection the class comprised twenty-eight pupils. One 
pupil moved on to another school within two weeks of the initial data collection, leaving 
an unchanged count of twenty-seven pupils who subsequently undertook the 
Intervention and from whom data was collected at post-intervention. The class-teacher 
had been in full-time teaching for three years. Of the twenty-seven pupils undertaking 
the Intervention, the teacher had listed twelve as having Special Educational Needs. 
Two of these children were 'statemented'. In line with school policy on the matter, 
neither the class teacher or the school's Special Needs Co-ordinator were able to give 
further information on any of these pupils. (This was also the case for Class 1C.) Of 
these twenty-seven, thirteen had English as their first language. Two were from English 
speaking countries outside of the UK. Eleven had English as a second language, six 
coming from Indian or Pakistani backgrounds and five from Somalian or Nigerian 
backgrounds. Information was not available on the remaining class member. In all of 
the interview sessions, however, no direct language problems were encountered. It 
may well be the case that some of the interview results were affected by the 
interviewee's competency in expressing themselves in English but at no time was it 
apparent that lack of competence was an overt problem. Indeed, for some pupils, their 
fluency in English was such to almost disguise the fact that it was spoken as a second 
language. (In appendix one, excerpt one, q.v. an extract one from the observations 
diary clearly attests to this fact.) No specific data on the socio-economic background 
of the pupils in 1A was collected. However, some indication of this background is given 
by the fact that, of the original twenty-eight children, twelve were in receipt of free 
school meals. Of the remainder, four children brought packed lunches to school and 
twelve paid for their lunches.
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Apdx 2.2.2 Class 10. The Communication and Problem Solving Group.
This class also comprised twenty-eight pupils at the beginning of data collection. 
Of these, three left during the course of the research, one prior to the Intervention and 
two during the course of it. The class-teacher had been in full time teaching for over 
twenty-five years. Of the twenty-five children who participated in the intervention, eight 
were classified by their class-teacher as having Special Educational Needs. Two of 
these children were 'statemented'. As was explained in the section concerning Class 
1A, it was not possible to get any further information on these children. The class- 
teacher was asked directly if she felt that the difference in numbers of SEN children in 
her class compared to those in 1A reflected a difference in the classes. She replied 
that she thought that this was probably not the case and added that she 'tried where 
possible not to refer children to the SENCO' (Field notes 23.4.97.), adding a few 
minutes later in the conversation 'that such referrals are at the discretion of the teacher 
and different teachers have different tolerance levels' (Field notes, ibid.). Fifteen of the 
children came from backgrounds in which English was the first language. Three came 
from English speaking countries outside of the UK. Seven had English as a second 
language, three having Indian or Pakistani backgrounds, two from African backgrounds 
and two from South American backgrounds. As with Class 1 A, while it may be the case 
that the interview results from those children for whom English was a second language 
could have been marginally affected by lack of competence, at no time did this manifest 
itself as a major or overt problem.
As with the previous class, no specific data were collected regarding the socio­
economic backgrounds of the children in Class 1C. Some indication of the background 
may be imputed from the fact that of the original twenty eight children in the class 
seventeen were in receipt of free school lunches. Of the remainder, nine brought 
packed lunches to school and two paid for their lunch.
It can be seen from the foregoing descriptions that the two classes were very 
similar. Both were of similar size, both contained relatively large proportions of children 
with Special Educational Needs (44.5% in Class 1A and 32% in Class 1C). Both 
classes were comprised of children of diverse ethnic backgrounds. Of the total of fifty- 
two children in these (wb classes eighteen (34.6%) had English as a second language
and five (9.6%) came from English speaking countries from outside the UK. The 
children also came from very similar socio-economic backgrounds.
Apdx 2.3 The Year Three Classes.
The main intervention was undertaken at 'Garden Street Primary School'. 
Garden St. is administered by the same Outer London Borough as 'Rilldale', but, 
geographically, is situated at the other end of the Borough, some two miles away from 
the borders of one of the Home Counties. The school was purpose built in the late 
1960's and is situated almost at the centre of a large council estate which forms the 
school's catchment area. All of the children in the Year Three intervention and control 
groups (bar one child in the intervention group) were resident in the surrounding flats 
and houses. The Year 3 classrooms were situated in a second floor corridor. At the foot 
of a short flight of stairs, leading from the main corridor to the Year Three classrooms 
were two work bays in which reading is heard. Each was provided with two tables and 
eight chairs. The distance between the bays provided adequate privacy for the data 
collection and interviews.
The school roll approached four hundred and sixty. The school had recently 
scored rather poor marks in the LE A's 1996 'League Tables', appearing only three 
places above Rilldale. According to the Headteacher, changes had been implemented 
in order to reverse this situation and the very positive results of the OFSTED inspection 
undertaken during the course of the intervention indicate that these were beginning to
take effect. As with Rilldale, the intervention took place at a time of transition for the
-
school. In the case of Garden St., the Headteacher was approaching retirement. The 
intervention took place during his last two terms, during which time authority was 
transferred to the deputy headteacher who was to become acting Head.
Apdx 2.3.1. Allocation of Classes to Conditions.
As was the case with Rilldale, the researcher was referred to Garden St. by 
Roehampton Schools' Liaison Unit. Whilst the Rilldale data have been presented first 
in this report, as they were deemed to be more appropriate to 'setting the scene', the
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main intervention study was undertaken at Garden St. and wasttie first investigation to 
be carried out. Ttie pre-intervention data was collected in ttie latter half of the Autumn 
Term 1996, the intervention was undertaken during the course of the Spring Term and 
the early part of the Summer Term 1997. The Rilldale Interventions were undertaken 
during the first eight weeks of the Summer Term 1997.
At Garden St., the Headteacher referred the researcher to the Year Three Co­
ordinator and her class became the Intervention group (hereinafter. Class 31). There 
was a pragmatic reason for this, the teacher in the second of the Year Three classes 
was pregnant and was expected to take maternity leave early in the Spring Term. At 
the time of the initial negotiations between the researcher and the teacher in charge of 
Year Three no arrangements had been finalised fora replacement for the teacher about 
to embark on Maternity leave. For this reason it was agreed that her class would 
become the control group (hereinafter. Class 3C).
Apdx 2.3.2 Class 31. The Main Intervention Group.
At the outset of the data collection, the class comprised twenty-four pupils. One 
pupil moved to another school during the course of the Intervention and one pupil, 
suffering from a chronic health condition, was absent during quite extended periods of 
the intervention. Although this pupil participated in the pre-intervention data collection, 
she was able to participate in less than 50% of the intervention sessions and was 
therefore eliminated from the investigation. This left twenty-two pupils who remained 
constant throughout the investigation. By the time of the follow up, some six months 
after the post-intervention data had been collected, one further pupil had moved to 
another school.
Of those twenty-two pupils who participated in the Intervention, three (13.64%) 
were rated by their teacher as having Special Educational Needs. None were 
'statemented'. As with 'Rilldale'the researcher's requests for information on these pupils 
was referred to the school's Special Needs Co-ordinator who declined to give any 
further information in line with the School Policy on these matters. Of the twenty-two 
pupils only one (4.54%) had English as a second language. No discernible language 
problems were encountered during the interviews that were undertaken with this pupil 
and none were reported by the class teacher.
Garden St. school was unwilling to provide information regarding payment for 
school meals, so little information on the socio-economic backgrounds of the pupils can 
be adduced. As all but one of the pupils in this class lived on the surrounding council 
estate, it is not unreasonable to suggest that in the main, these children came from 
primarily working class backgrounds. There was little of the ethnic diversity which was 
a feature of Rilldale school.
Apdx 2.3.3. Class 3C. The Control Group.
At the start of the intervention. Class 3C comprised twenty-two pupils. During 
the course of the Spring Term two of these left. Twenty pupils remained throughout the 
period of the intervention. During the Summer Holiday a further two of these moved to 
other schools, leaving eighteen of the original group at the time of the follow up study. 
At the start of the Intervention, the class teacher reported that five (25%) of these 
children had Special Educational Needs. None were 'statemented'. No further 
information could be collected on these children. None of the pupils had English as a 
second language and there were no overt language difficulties encountered during the 
interview procedures. As with Class 31, no information was made available to the 
researcher concerning the socio-economic background of the children. Like their 
classmates in Class 31, all of the children lived in the surrounding estate and can thus 
be assumed to be of primarily working class origin. Again, little of the ethnic diversity 
of Rilldale was evident.
Thus, the two classes were very similar to one another. Although the school 
authorities felt unable to give any details on the pupils socio-economic backgrounds, 
they did make available lists of home addresses which were listed in the copies of the 
class registers provided to the researcher. It was very apparent that Garden St.is a 
'community' school. As was previously stated, all bar one of the children were resident 
in the surrounding estate. Irrespective of the class they were placed in at Garden St., 
many of the children lived in the same streets or blocks of flats as their year mates. It 
also became rapidly apparent in conversations with the children that they and their 
families had social relationships outside of school. This is not to suggest that every 
child knew or, indeed, liked every other child. However, there were clear and
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overlapping social networks operating both inside and outside the school. In two 
instances, the parents of pupils in the third year worked in the school, one as a dinner 
lady and one as a craft assistant.
Apdx 2.4 General Comments and a Comparison of the Two Schools.
The two schools, therefore, presented somewhat of a contrast. Garden St. had 
a smaller school roll and it's catchment area was specific to the surrounding council 
estate. To the extent that the Estate provided a community, this community was a 
common element for the great majority of the Third Year pupils participating in the 
intervention. Whilst there was some ethnic diversity on the Estate, in no way was it so 
evident or varied as that present at Rilldale. Although it was not possible to collect 
specific data on the size of Rilldale's catchment area, it's school roll was almost double 
that of Garden St. Whilst it was apparent that some of the children at Rilldale did know 
their classmates in out of school circumstances, there was little of the feeling of 
community that was so apparent at Garden St. The ethnic make up of the two year 
groups reflected that of their respective locations. The levels of Special Educational 
Need were also markedly different between the two year groups, that of Rilldale being 
considerably greater that of Garden St. In all, the two year groups provided a suitably 
varied background in age, cultural and social composition against which to evaluate the 
Intervention.
Apdx 2. 5. The Year One Interviews. Procedure.
The interviews were conducted prior to the intervention and after the data on the 
'liking' test, i.e. the classification of head and shoulders photographs into 'like', 'don't 
know' and 'dislike' categories had been collected (3.7.6.). At Rilldale, Classes 1A and 
10 shared three adjoining rooms. Each class congregated in one of the end rooms of 
the three, the middle room being used in turn by each class or for joint activities 
undertaken by elements of each class. Reading was heard in this middle room. The 
first eleven interviews were conducted in the middle classroom. This proved most 
unsatisfactory as the background noise levels from the main classrooms were excessive 
and the interviews themselves were subject to interruption by other pupils who were 
curious as to what going on. The class-teacher for Class 1C was sympathetic to
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a request for a quieter room and all subsequent interviews were undertaken in the 
'kitchen', a classroom dedicated for elements of cookery, which was situated along the 
corridor from the main classrooms. A long central table in the middle of this room 
provided ample space to sit beside the interviewee. The room was warm and 
comfortable and, compared to the main classrooms, very quiet. Each child was 
interviewed alone, the interviews were audio-taped and later transcribed. All the 
children were asked if they objected to the interview being taped. None did.
The interviews were all played back as soon after the interview as possible. In 
the majority of cases, this meant that the interview was played back either in the 
researcher's office or home within hours of the interview. At the most, all were heard 
within thirty six hours of the session, the great majority within twenty-four hours. This 
playback gave the researcher the opportunity to a) reflect upon the interview technique 
(with the aim of refining and streamlining it rather than making major modifications), 
and b) to listen quietly to the interview as a 'thing in itself. The point of this was to 
gently immerse the researcher in the data contained in the interview. Notes were made 
for future reference whilst the original interview remained relatively fresh in the 
interviewer's mind. These were of great value in helping to 'capture the moment' and 
later proved valuable in recalling the interview as the transcription process became quite 
attenuated.
In order to save time and money it was agreed with the transcriber that the 
interviews be first manually transcribed and typed scripts be made from these hand 
written transcriptions. The manual transcription afforded the researcher a second 
opportunity to hear the interviews in depth and avoided mis-interpretation by the 
keyboard transcriber.
Apdx 2.6 The Year Three Interviews. Procedure.
The same procedures used at Rilldale were employed at Garden St. The 
children were interviewed, individually, after the quantitative data had been collected. 
This occurred both at pre- and post-intervention. (Quantitative data was not collected 
at follow up. The children had moved up a year and were now located in different 
classes. Any attempt at collecting retrospective data was felt to be too confusing.) The 
interviews were audid-î^^|à^. Each child was asked if they objected to the audio-taping,
none did. The same two pictures used in the first year interviews were employed for 
the third year interviews and the same questions (section 3.7.4.) were asked in the 
same order.
The interviews were first manually transcribed. From these transcriptions, typed 
versions were made. Upon receipt of these formal coding was undertaken. The same 
coding sheet that was used in coding the Rilldale interviews was used in the Garden 
St. coding exercise (3.7.3). As time constraints were acting on the typist transcribing 
the interviews and as the interview data collected from Rilldale and Garden St. schools 
somewhat overlapped, batches of typed transcriptions from both schools arrived in the 
researcher's office at the same time. This afforded the researcher the opportunity of 
comparing the interview results for both schools and of gauging the appropriateness of 
the coding sheet for both sets of interviews. As was described in Chapter Three (3.7.3), 
tentative coding frameworks had been developed during the piloting of the interviews. 
The results from this exercise had led the researcher to conclude that although there 
were minor differences in responses to the questions from Year One and Year Three 
pupils, these mainly related to the degree of detail given in the answers, rather than to 
major or substantive differences in the nature of the answers given. Comparison of the 
actual interview data from the intervention based year groups supported that initial 
conclusion. Whereas the detail given by the third year pupils with regard to, for 
example. Question 1 (What do you think is going on here?), was more 'rounded', it did 
not differ to the extent that new categories would have to be created. A typical third year 
response to Question 1 relating to the large group (Picture A) would be:
Vm , well there's a boy and he's getting left out of the game that
everybody else is playing' (S 32. Post-Intervention Interview).
A typical first-year response to the same question was:
They're playing a game and they're leaving that one ou t (S 53.
Pre-intervention interview).
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Similar types of response, greater detail being given by the Third Year 
respondents but of similar substance, were found in other comparisons of answers. 
This finding was not unexpected. For example, Donaldson (1978) remarks upon the 
'embedded' nature of younger children's responses to questions. For this researcher, 
the important point made was that the coding frame was equally appropriate for both 
first and third year pupils. As they became available from the typist, the interviews, 
from both years, were coded using the same coding sheet. At no time were difficulties 
encountered that rendered the sheet inappropriate.
Apdx 2.7 Initial Content Analysis.
For the reasons outlined above it was decided to code the First Year Interviews 
first. Upon receipt of the first set of typed transcriptions, an initial sample of twenty- 
four scripts, twelve (23%) randomly chosen from each class was read. The sub­
sample size was considered large enough to give adequate indications of the themes 
likely to emerge. From these scripts a number of clear themes emerged. There 
were some differences in the identification of the general scene depicted in each of 
the two pictures. Most responses clearly identified the fact that a game (usually 'Ring- 
a-ring-a-rosies', but sometimes 'Duck-duck-goose' or 'Orange-Ball' - a game played 
in PE lessons) was in place in Picture A. In Picture B, the great majority saw the 
children depicted as having some kind of picnic. However, not all children made a 
complete identification, in the main reporting only elements of the scenes depicted 
rather than describing them in total and in one case no identification was made at all.
Similarly, there were differences in the reasons given for the outside child's 
exclusion. In some cases the child was seen to be actively excluded by the others 
inside the social setting; several reasons were given for this and these were listed as 
potential categories. In other cases, interviewees considered that the child actively 
excluded themselves from the social setting, again several reasons were given for 
this which were again listed. To question three, CHow do you think (the outsider) 
feels about this?'), the most common response was'cross' (14 out of the 24 = 58.34%  
for both pictures. The cartoon gave the outsider, in each case, a relatively angry 
looking face). However, for Picture A, six children, and for Picture B, eight children
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(25% and 33.34% respectively) maintained that the outsider was 'sad'. A small 
proportion of the interviewees (Picture A, four children = 16.67%, Picture B, two 
children = 8.34%) volunteered, without prompting, that the outsider child felt both 
angry and sad. (This is quite noteworthy; according to Harter (Harter, 1986; see also 
Harris, 1997) it is unusual for children of this age to be able to countenance two states 
of emotion simultaneously. Note was made of this response and overall figures were 
collected for the three categories. These were reported later and the theme was 
explored in greater depth in Chapter Seven - 7.9).
To the questions concerning what the interviewed child would do were they to 
be either inside or outside the group, four, clear, main sets of responses were given. 
'Don't know or nothing', 'Play with someone else', 'Ask to join in' and 'Tell teacher'. 
It was also apparent that 'Tell teacheri, as a stand alone category, contained several 
themes. These were collapsed to four main groups, 1) the teacher was not asked 
to do any thing other than listen, 2) the teacher would be asked to instruct the insiders 
to let the outsider join in, 3) the teacher would be required actively to tell the insiders 
off for not letting the outsider join in, and 4) the teacher would be required actively to 
punish the insiders for not letting the outsider join in. Of the latter two categories, 
'telling-off was most common and seemed to be sufficient in and of itself for most 
children. However, for some children this was not enough. The teacher was required 
to break up the game and to punish the miscreant insiders by making them 'stand 
against the wall', a common punishment for playground mis-behaviour. In one case 
even this was not sufficient a punishment: this child wanted the head master to call 
the police and have the offending insiders arrested and taken away! Of the twenty 
four sample interviews, four children (16.67%) answered in the 'teacher-punish' 
category.
The categories generated in the exercise described above formed the basis for 
an initial coding sheet which was then used in coding the remaining interviews. The 
initial categories proved relatively robust although some slight modifications were 
necessary. Several extra categories in the child excluded/child excludes themselves 
section came to light. The list of categories in this section was by now getting 
unwieldy. It was decided to make a numerical check of the most often cited reasons 
and have a general 'other reasons' category for those cited less often. In Picture A,
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this gave four frequently cited categories plus 'other' for exclusion by the group and 
three general categories plus 'other' for excludes themselves. For Picture B, three 
categories plus a general 'otheri section was sufficient for each group of reasons.
In the 'Tells teacher' category it became apparent that 'teacher instructs to 
play' was too broad. A clear distinction could be made between those children that 
wanted the teacher to facilitate their entry into the game/social setting, sometimes 
suggesting alternative courses of action, and those that wanted the teacher actively 
to instruct the insiders to let the outsider play. This category was thus amended to 
five sub-sections: 1)teacher-listens, 2)teacher-helps play, 3 )teacher-instructsto play,
4) teacher-tells off and 5) teacher-punishes. The amended coding sheet was then 
used for a final trawl of the first interviews coded. The categories were found to be 
comprehensive enough to form a final version.
By this time the typed transcripts from the post-intervention interviews became 
available. From the work done in the second pilot study (3.7.3) and from the manual 
transcriptions of the post-intervention interviews no great changes in the children's 
answers at post-intervention were expected. A twenty five per cent sample, selected 
from both classes, was coded using the sheet which was found completely adequate 
for the post-intervention interviews. The sheet was then typed up in its final version 
(a copy of which is may be seen in Appendix Four). Using this sheet, all the pre- and 
post-intervention interviews were then coded. Pre-interventions interviews were coded 
in black, post-intervention interviews were coded in red. This gave the distinct 
advantage of making immediately visible any changes in a childs response. In only 
one minor instance was the coding frame inadequate. One child at post-intervention 
interview identified the scene depicted in Picture B in a manner that was completely 
novel and in this area only the coding sheet proved inadequate. As this was a single 
instance it did not constitute a problem. After a three day break, the interviews (both 
pre- and post-intervention) were coded again to gauge for consistency. No major re­
coding was found necessary, recoding reliability (undertaken by the researcher) was 
of the order of ninety four per cent (93.76%).
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Appendix Three. Teacher Questionnaire
Garden Street Primary School /Roehampton Institute. Social skills project 
Teacher Questionnaire.
POST-TEST.
Please complete a separate questionnaire for each pupil in your class. Do not take too 
long thinking about your answer as a general impression will suffice. Base your 
answers on the child,s average behaviour in the class over, say, the past week.
Pupils name.......................................................    DOB.......... ............ ............ ............
Pupil's sex : M [ ] F [ ]
How to complete.
For each item there are seven points on the line between the alternatives offered. 
Please mark with an x where you estimate your views of the pupil lie. e.g.
Does the pupil persevere when faced with a difficult problem?
Most of the time------------------x— -------------------------------------     Not at all
This means that on the majority of occasions the pupil does persevere.
Assessments.
Please assess the state of the pupils general knowledge:
Very well informed......................................................................Extremely limited.
When confronted with a problem in the class does the pupil act towards others with: 
Hostility....................................................................  Amicability.
When talking to you about class-work, is the pupil (compared to the rest of the class):
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Very talkative............................................  Reluctant to talk.
How well, in comparison with others in the class, does the pupil concentrate on 
educational problems?
Low concentration..............................................High concentration.
To what extent does the pupil pay attention to what is being explained in class?
A great deal.................................. Not at all.
How well does the pupil cope with the demands of working in a group?
Interacts well............................................................................Can't work with others.
To what extent does the pupil tend to do things on his or her own - is rather solitary?
A great deal.......................................  .....Not at all.
in general, about the school, to what extent is the pupil
a) Dependent on teacher ........................................................Self-reliant
b) Popular with peers.................... ...............................................Not popular with peers.
c) Self-confident with peers................. ........................................ Shy or retiring.
d) Co-operative with peers.....................  Unwilling to co-operate
with peers.
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Appendix Four. Coding Frames.
Pre-test marked in black, post-test marked in red, follow-up marked in green..
Subject Number:
Coding A Date coded:
Can identify clearly Elements only not whole No identification
Outsider Excluded by others
a) Not nice to others
b) Others don't like O/S
c) Doesn't know rules
d) Too many playing
e) Other reasons
What is O/S feeling Cross/Angry Sad 
Outcome: What can/did O/S do: Nothing
Ask to join in
Exclude themselves
a) Doesn't want to play
b) Doesn't like others
c) Is nasty to others
d) Other reasons
Both Others
Play with someone else
T e a c h e r  listen help play
instruct to play Tell off Punish
Have you been in same situation No Yes
How do/did you feel Cross/angry Sad Both Others
If yes what did/would you do Nothing/Don't know Play with someone else
Ask to join in Teacher Listen Help piay
Tell off Punish
instmd
Insider: What do
Why
Nothing/Don't know Play with someone else 
Ask to join in Teacher a) b) c) d) e)
Be kind/nice Others are sad Other
Outsider: What do 
Why
Any qualifications
Nothing/Don't know Play with someone else 
Ask to join in Teach a) b) c) d) e)
Be kind/nice Others are sad Other
Prompt teacher: a) b) c) d) e)
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Pre-test marked in black, post-test marked in red, follow-up marked in green.
Subject Number:
Coding B Date coded:
.Can identify clearly Elements/details only No identification
Outsider: Excluded by others
a) Not nice to others
b) Others don't like O/S
c) Scarce resources
d) Other reasons 
What is O/S feeling Cross/Angry 
Outcome: What can/did O/S do: Nothing
Ask to join in
Exclude themselves
a) Doesn't want to play
b) Doesn't like others
c) Is nasty to others
d) Other reasons 
Both Others
Play with someone else
T e a c h e r  a) Listen b) Help play
c) Instruct to play d) Tell off
Sad
e) Punish
YesHave you been in same situation No 
How did/do you feel Cross/angry Sad Others
If yes, what did you do Nothing/Don't know Play with someone else
Ask to join in Teacher a) b) c) d) e)
Insider: What do Nothing/Don't know Play with someone else
Ask to join in Teacher a) b) c) d) e)
Why Being kind/nice Others are sad Other
Outsider: What do Nothing/Don't know Play with someone else
Ask to join in Teacher a) b) c) d) e)
Why Being kind/nice Others are sad Other
Any qualifications
Prompt teacher: a) b) c) d) e)
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Appendix Five. Exercises Used in the Year One Intervention and Descriptive Field 
Note Diary Extracts.
This Appendix documents the exercises undertaken during each of the sessions 
with the two groups at Rilldale. A Field-Diary was also kept during the course of these 
sessions. As this was a subsidiary intervention, a little less detail was recorded. As 
will be the case in Appendix Six, at the end of each description of the exercises a few 
comments from the Diary will indicate the 'feel' of the session. The average length of 
the sessions in the First Year groups was slightly shorter than for the Main intervention 
group at some thirty minutes. As was the case with the Main intervention group, all 
sessions were started with an orientation and relaxation exercises, full details of which 
will be given in Appendix Seven.
Class 1A, the Affect Group will be detailed first.
5.1.1 16 April
Session One: Orientation and Relaxation exercises. 'Circle sitting.' Debrief.
Diary extract: 'Orientation and relaxation took longer than anticipated. What with getting them 
to the hall and getting a semblance of order, twenty minutes had passed before we started. 
Will have to speed this up' [....]
Circle sitting: 'This was much easier said than done. Much good humour as we tried. The 
difficulty is getting them to stand in a close enough circle. We tried three times. On every 
occasion we almost got there - but not quite. A gap would appear and the whole edifice 
would come tumbling down' [....]
'Sat them down in a circle and attempted to get some feed-back. Children not actually 
suspicious, but uncertain what to do. Different authority structure. I'm sitting on the floor with 
them for a start.'
5.1.2 23.April.
Session Two: Orientation. Relaxation. 'Blind-fold Walk.' 'Circle-sitting.'
D ^rie f.
Diary extract: 'Lined them up in two rows of 13. Numbered them off 1-13 in opposite
directions. Bit of confusion about calling out number, but I'll work on that next week.' [....]
Blind-fold walk 'Two sessions. One training - both eyes open. Then one in front both
eyes closed. Some hopes!' [....]
'In all, better than I had hoped. All very excited at end of first trial. So much so, that 
when it came to turn-around, they had all run off to talk to their friends and we had some 
difficulty in getting back in our pairs again. This all took seven or eight minutes to sort out. 
Then we had a few disputations regarding who had, or had not, been 'leading' - another two 
or three minutes! Still got it under way and a good time was had by all.' [....]
Circle-sitting 'Only time for one try. All on the floor again!'
5.1.3 30 April.
Session Three Orientation. Relaxation. See-saws. Blind-fold walk. Debrief
Diary extract: 'Seesaws was quite difficult. Problem here is that, compared to them. I'm quite 
big. How can you effectively demonstrate with someone half your size? Tried to demonstrate 
with S. and S. (two boys). This ineffective. By this time others rapidly loosing interest and 
becoming restive. Then T. and S. (two girls) say that they play this in the playground and give 
a good demonstration. We pair up. (This is getting quicker - not quick, but definitely quicker). 
Exercise done more or less successfully by all. Less successfully by N. and R. (two boys), 
who seem to spend most of the time falling over. Had to intervene and re-assign them to 
other pairs. This all took time, so abandoned plan for face patting etc and moved onto 
blindfold walk as promised last week.' [....]
'Tried to make a game of it. Nighttime escape from prison - I'm the guard, if I hear you 
talk then you're caught. If you bump into each other. I'll hear it! Went quite well. Got it down 
to two pairs and then realised I didn't know how to end it! Had these two pairs jumping up 
and down and following increasingly obscure instructions until everyone is laughing enough 
to call it a day!' [....]
'Gratified to see that for the second session [four children that had opted out] Joined 
in. All relatively successful and, I think, enjoyed.'
5.1.4 7 May
Session Four. Orientation and Relaxation. 'What I've done.' Face-patting. 
Debrief.
Diary extract: 'Arrived late. Snarled up in traffic. By time I've arrived. SA (teacher) has 
decided that I'm not coming and has returned to classroom. So, session in classroom.' [....]
What I've done. (Leach & Wooster, p.24) 'On my saying that not everyone need 
take part seven of the boys, each egging each other on, opted out! Paired off remainder. No 
time to list pairs, remember (several pairs) but not all. Made a great play with O. (a boy) of 
going through it. Had them do it with some success. It fell apart a bit when we went into 
pairs. I'm not sure (this is being written after pm session and goes for both groups) that they 
really understood that they had to remember and repeat back. I think they thought of three 
things each OK (I decided that five was too many). They told each other OK. whether or not 
they remembered is another thing entirely. The probable answer is that some did and some 
didn't. There was the same confusion on the four's session. Again, some remembered and 
some didn't. I'm not sure that all of them really knew what they were doing.' [....]
Face patting: 'This had a mixed reception. What was encouraging was that S. and 
O. (two of the boys that had opted out) decided they wanted to join in. S. paired with F. (a 
girl). Both kept their eyes shut and did the exercise quite slowly and carefully. Appeared to 
enjoy it. R. (a girl) and N. (a boy) was another story. R. trying and N. attempting to walk 
about. Others seemed to be doing it despite themselves, i.e. it was clear from their body 
language that they were self conscious all the way through. But they kept at it. C. (a boy) 
and R. (a girl) got nowhere. C. standing there and sucking his thumb. R. trying to get C. 
involved and being totally discouraged by G.'s lack of effort - to the point of complaining to SA 
(teacher). Who shouted at C. - thank's Miss! [....]
'Debrief cut short - SA's outburst.' See Appendix 1.4.
5.1.5 14 May
Session Five. Orientation and relaxation. Circle-sitting. Face-patting. See­
saws. Debrief.
Diary extracts: 'Started off with Circle-sitting. Unknown child broke wind. L. (a girl) -
'Someone's blown-off - an expression I've not heard in years. Very smelly and caused a lot 
of nose-holding. Disruptive. We tried three times. First time I managed to get everyone in 
quite a close circle by use of, big-steps, little-steps, which, to my surprise they remembered.
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However, when it came to sitting down, everyone seemed to think it much more fun to 
collapse on the floor.' [....]
"Second time. Explained 'you can do this.' N. and R. (two boys) 'Oh, no we can't.' 
lain 'Oh, yes you can.' All 'Oh, no we can't.' Laughter. For one moment it held, then L. 
( a girl) 'fell' over, quickly followed by everyone else' [....]
'Third time. At the point of success they all 'fell' over. I expressed my disappointment 
and said that what was irritating was that they were spoiling it on purpose. We shall try next 
week.' [....]
Face patting. 'Started off with eyes shut. This went down fairly well, again, somewhat 
to my surprise. They seemed to like 'back of the neck', 'hair', 'forehead' and 'chin'. Were 
less sanguine about 'cheeks', 'eyes' and 'nose'. I had them touch the corners of their partners 
mouths with their forefingers. I then had them whisper whatever they wanted. My feeling is 
that this was such a strange thing for them to do, they didn't quite know what to make of it. 
It does require an unusual degree of intimacy. Very puzzled looks on faces. Tried it one 
more time but I let it go about half way through as it was obvious they were losing interest.' 
[. . . . ]
See-saws. 'All seemed to enjoy it.' [....]
Debrief. 'S. (a boy) surprised me by saying that he enjoyed the face patting best. 
(Partnered by H. (a boy) who was too embarrassed to concur). Most liked exercise of the day 
was see-saws followed by face patting. Circle-sitting was an exact 50-50 split (12-12). So 
I thought we'd try it again next week.'
5.1.6 21 May
Session Six Orientation. Relaxation. Circle-sitting. Low Lifts. Guided fantasy.
Debrief.
Diary extract. Circle-sitting. 'Same as last week. The good fun is to all fall over. This despite 
the fact that each time it does, at least three of them retire hurt. Nothing serious, bumped 
knees, elbows etc. But they come back later and try again. Tried it twice and thought that 
this is going nowhere, so abandoned it.' [....]
Low Lifts. 'Got out gym mats. Demonstrated with (a group of five). Split them up into five 
random groups. Gave them one minute to choose the order of lifting. I knew this would be 
a fairly hopeless task. In the main, the self-selecting dominant member of each group choose 
to be first. In her group, A. insisted that she be first. The others were not happy but did not
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seem to know how to assert themselves. A. just lay on her back and awaited lifting. I thought 
it necessary to take control. Lifted by numbers. Got two lifts completed before attention 
started to wane and the opt-out rate increased to the point that the numbers in the groups 
were very lop-sided. Only two groups complete. Did two more lifts with these, the others 
looking on. By this time everyone very excited. Called them all back and asked them to lie 
on the mats. Had them lying on their backs, eyes shut, arms folded. This is overdoing it, just 
let them be comfortable. Was going to do the beach/sea but found out, by asking, that less 
than half of them had been to the sea. So did look up, blue sky, white clouds, field of cows 
eating grass, rain, shelter, what does rain sound like, how does wood smell etc. I actually got 
a result. Won't say that it was 100% enchantment but the feel of the class changed from 
over-excitement to a degree of calmness. S. (a boy) looked like he'd dropped of to sleep but 
I think he'd just relaxed.' [....]
'At debrief, low lifts were liked. Told them I thought they'd gone a bit 0 .0 .T. but we 
will try it again. Approbation. Two deep breaths as a final relaxer and over to the door group 
by group (yellow, red, blue, green).'
5.1.7 28 May Half-term. No sessions
5.1.8 4 June
Session seven Orientation. Relaxation. Circle sitting. Pandemonium.
Diary extract. 'Went through usual orientation routine. Asked if they remembered what I was 
going to say. S. (bless his little heart and cottons) said 'You're seeing how we make friends 
and we have to work with people who are not our friends.' [....]
'So we started off with circle sitting. Took about five minutes emphasising that we can 
do this. S. (a boy) said 'Oh, no we can't'. I said words to the effect that actually we can and 
what he needed to do was to change his attitude. Nicely, of course. Now this sounds like I 
was being very hard on him. I think I actually managed to do it in such a way as not to make 
it his fault but the attitude of the group. Well, the upshot of it was that I got them to do it. 
Now, for the very first time it lasted for about one second and then collapsed. I think they 
were so surprised that they could not believe that they had done it. R. (a girl) banged her 
elbow and was crying - so she sat out for round two.
I am so pleased/proud of this. Twenty-six pupils from Class 1A circle-sat for ten 
seconds. I counted the seconds off from the clock. They all joined in and we got to ten with
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a huge cheer. In reality the circle began to collapse after about three seconds and a number 
of them were sitting on the floor. I feigned not to notice, they colluded and we were all very 
pleased. Even SA was smiling.' [....]
'At this point N. and S. (two of the boys) launched themselves bodily into the group. 
J. and R. (both girls) got bumped noses and started crying. Several of the others fell over and 
were clearly shaken. I think it was just badly misplaced spirits on the part of the boys (both 
DRO).' [....]
'SA came in like a banshee. N. and S. were ordered to stand over by the wall until 
she was ready for them. All of the others were told to sit on the floor with their arms folded - 
like it was their fault? I tried to intervene but was rebutted. 'If they can't behave themselves 
properly etc. etc.' There were only seven minutes of the session so I resigned myself and 
said OK. I am a guest in the school. 'Would I take them down to the classroom?' Very well. 
We all formed up in a line by the door, group by group and I left her wading into N. and S. 
Couldn't hear very much and my attention was mainly taken up by ensuring that everyone left 
the Hall. Out of the corner of my eye it looked like N. and S. were just being philosophical 
about the tirade but I can't be sure of this. Didn't see SA to talk to for the rest of the day. I'm 
really quite pleased about this because I was very angry.'
5.1.9 11 June
Session Eight. Orientation. Relaxation. Blind-fold walk. Face patting. Low lifts. 
Debrief.
Diary extract. 'Have decided not to confront SA regarding last week This will have to be the 
last session if I'm to get all the post-test stuff done both here and at Garden St. before the end 
of term. Added to which - what's the point.' [....]
'Didn't really sense much difference in the 'feel' of the group. Blind-fold walk done well. 
This time made a fairly small square in the middle of the Hall with the chairs. Had them all 
trying not to bump into one another. Quite successful. Those that did were 'out'. Surprised 
that there were so few complaints at my adjudications. For second session of it had them 
'slaloming' through a row of chairs. This worked very well indeed. If you bump into a chair, 
you're out. S. and O. (a mixed pair won) [....]
Face-patting. 'Don't know about this for the future. Went OK for two or three minutes then
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rather ground to a halt. The boys seem more worried about it than the girls. In mixed pairs 
depends upon the pairs. [....]
Low lifts went better. ? some of the novelty wearing off. Managed to get all groups 
through other then N's ( DRO boy). I had to pull him off - can't remember -a boy- while he 
was shaking the boy's legs. SA moved into view but as I had it under control moved away. 
Just as I'm starting to get better at keeping control, it's time to finish. [....]
Rather sad at debrief. General feeling gathered was that 'a good time had been had 
by air. Blindfold-walk and circle-sitting most liked of the exercises. Face-patting least. No 
question of the fact that it makes them very self-conscious. Children expressed sadness that 
this was to be the last session. I think they meant it too. Over to the door by groups and 
down to the classroom before going off to lunch. Thanked SA for letting me work with her 
class. Studiously avoided mentioning last week. She very pleasant - hoped that it had helped 
me with my work. She didn't mention last week either. Made her a present of one of the sets 
of photographs which she said she'd keep as a keepsake of the Year. Arranged dates for 
post-test data collection and reminded her that I needed her to fill in qu'aire. To my surprise 
she said 'give me them now and I'll let you have them back after lunch' - which she dutifully 
did. So, thafs the end of that one.
5.2 Class 10. Communication and Problem-solving Group.
5.2.1 16 April
Session One Orientation and relaxation. Voting (Leach & Wooster, p.40). 
Debrief.
Diary extract; 'The immediate and lasting impression is of lack of space. I'm doing this in the 
classroom in the mat-area, about one quarter of the available space in the classroom. I've 
got twenty-six children sat around on the carpet. It's too crowded and too much. Teachers 
very much in evidence, didn't actually feel like I'm much in command. Now, I'm sure that this 
is all very well meant. However, it makes it very awkward in terms of authority - who do the 
children refer too? It's almost as if they have to check it out with JO (class teacher) before 
they are set to go with me' [....]
'Did 'Voting'. Had prepared quite a long list of questions regarding simple things to 
start off with e.g. what do you have for breakfast? Weetabix, shreddies, egg and bacon etc.
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Then broadened it out. Who has a pet? What sort of pet? etc. Then, who likes school?, who 
likes teachers?, who likes maths? etc. Children have to keep an eye open for others who 
answer the same as them and try to remember who they were. Seemed to hold their attention 
to the extent that there was little or no fidgeting.' [....]
Debrief. 'This was where the mood was broken. I don't really know why. It is 
possible that the whole thing is very strange and the children feel very self conscious reporting 
back publicly, but there was very little in the way of response. It could, of course, be due to 
the fact that they didn't understand what I wanted, couldn't remember who had done/said 
what, or any combination of the above. Maybe they just didn't find it interesting - 1 just don't 
know. Anyway, after about ten very long minutes I said thank you it's time to finish. {....} 
This no bad thing. Staff moved in reading out notices, handing out reading bags etc. 
Staff here are very, very busy. All had things to do and places to go, so no time for feedback 
from them - I don't know how they felt. Me - I was relieved. First session over with no 
obvious crises or problems.'
5.2.2. 23 April
Session Two. Orientation and relaxation. 'How not to listen' 'What I've done' 
Debrief.
Diary entry. 'Late start as class not ready. This in same conditions as last week. Not good.' 
[....]
'Started off with 'How not to listen' Leach and Wooster p.35. This went down a treat. 
They loved it - lots of laughter. I started off as 'teacher" with R. (a girl) as pupil and T. (a girl) 
as messenger. Poor T., she didn't quite know how to cope with my ignoring her. She wasn't 
upset, just bemused. I noticed also that JO anti S. (a third year student teacher on her last 
block practice) joining in the laughter. It worked well for four trials. [....]
'Then it rather fell to pieces. This had all taken about ten minutes, so it's now about 
2.50pm. I had tried to get them into pairs and to get them seated at the desks in order to 
make more room to do 'What I've done' (Leach & Wooster, p.24). Chaotic. I'm trying to do 
this against the clock, too much rush, too much pressure. Misunderstanding of what I'm 
saying. JO steps in to stop it all. I'm mortified. It's nearly 3 o/c. A very unsatisfactory end 
to the day.' [....]
'After children all gone, I explain my predicament regarding lack of space to JO. She
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says she'll try to find another room. Dejectedly returned to Roehampton.'
5.2.3 30 April
Session Three. No session possible with 1C. Get to the Classroom and find 
student teacher reading a story. Raymond Briggs version of'Jack and the Beanstalk'. 
Query this with JC. She apologises. Says she had tried to find me to explain that this 
was part of class project and could not be avoided. Would I mind? I was in library 
room finishing off pre-test interviews with 1A - she can't have looked too hard! Story 
very good, but I miss a session. I'm not sure if I should feel paranoid about this.
5.2.4 7 May
Session Four. Orientation and relaxation. 'What I've done' Debrief.
Diary entry: 'Only 17 present. Remainder doing cooking!' [....].
'Demonstrated what I wanted with R. (a boy). He seemed to understand. Paired T. (a DRO 
girl) off with D. ( a boy). In the pair, she more or less overpowered him. T. seems to demand 
to be the hub around which everything revolves. Has occasion to single her out and explain 
that there was only room for one 'boss' in this group - me. If she disagreed with it, well. I'm 
sorry but she would have to sit the session out. Am against doing this as the general idea 
is that the Intervention is all inclusive. However, this is exploratory and against the clock. 
Difficult to describe the effect of this. T. looking at me direct from under lowered brows, 
partially defiant, partially (the bigger part, I think) re-evaluating the situation and doing some 
sort of calculus. This is new, this is different, do I want to participate or be excluded. She 
decided on the former and joined in. The other pairs seemed to work quite well.' [....]
'There was the usual confusion when moving into pairs. For some it worked well, for 
others, not. One thing. Prior to the start of the exercise I had asked them to work out 
whether they were A or B. In future, designate.' [....]
'Trouble is the passage of time. For example, A. ( a girl) did remember what B. (a boy) 
did (went home, ate supper, got up), but he could not recall what A. had done. I'm not sure 
whether this was self-consciousness - some of it was, or forgetfulness. Both probably. [....] 
'This took up most of the session and the debrief was interrupted by remainder of 1C 
returning from cooking. Bearing chocolate rice-crispy cookies - enough for everyone!! I gave 
in to the inevitable and the session closed.'
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5.2.5 14 May
Session Five. Orientation and relaxation. Guided fantasy. Co-operative drawing.
Debrief.
Diary entry: 'Session started promptly at 2.30 pm. Was gratified to see that JC went off
after 5 mins. leaving me with S. (student teacher) who also went off for about 10 mins. while 
I did the guided fantasy.' [....]
'No movement on another room, but was able to settle them at the desks. Did an 
amalgam of 'By the Sea' and 'Underwater* (Hall & Hall, p.58). Mixed response. The 'trio' 
(three girls) - lots of giggling. After a few mins. I moved T. (one of the girls) away from the 
main group. Had quite a clash with SI. (another of the girls) to get her to move away from 
82. (the last of the girls). Most of class got engaged. Lots of excitement and calling out 
answers to rhetorical questions. Tried saying you don't have to speak but to no avail. Took 
them underwater, swimming amongst the fishes and the seaweed (not at all liked), to a 
wrecked ship, cabin and chest full of treasure. Then slowly to the surface, 'how does the light 
change in the water as you come up?' Then back to the shore and onto the beach.' [....] 
'Had them stay in their pairs and did co-operative drawing. One sheet of paper and 
two pencils to start with. House and then a Cat. This seemed to be liked. Only one pair (of 
boys) were unable to do it. [....]
'Next week will try one sheet of paper and one pencil' [....]
'At debrief, both exercises liked equally well. We don't like the seaweed!'
5.2.6 21 May.
Session Six. Orientation and relaxation. Whisper Game' Co-operative drawing.
Debrief.
Diary entry: 'Mixed results. Back to the carpet area. This is not a big enough space.
All crammed in and some jostling constantly going on. First round of Whisper Game went 
quite well. Asked A. (a boy) to think up a message and to decide which way to send it around 
the circle. It went round OK, one or two hiccups, but it got there in the end. Tried again. 
This time no good. Seemed to get stuck on every other child. As I tried to sort out the 
message with O. (a girl) a general hubbub broke out with a groundswell of'Spice Girls', 'Spice 
Girls'. This was the original message as I later found out. T., who would not have got it until
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second from last was repeating it almost like,a litany.' [....]
I stopped the game. The point of this, I maintained, was to keep the message secret 
and to see if it could be passed around successfully. We tried again once, twice. No joy. 
The message got bogged down. By this time everyone, including me, getting very fed-up with 
it. All down to no space. So we moved to the desks, paired off and did co-operative drawing, 
one piece of paper, one pencil. [....]
'For the most part this went well. Had carefully paired each of the girls in the 'trio' with 
boys. The only real trouble came from these pairings. Most of the children rather puzzled by 
the exercise. Had to demonstrate it twice. In the event most got the hang of it, but some 
squabbling went on. As they were all a bit fractious after the Whisper Game episode, I called 
it all to a close after about ten minutes and went to debrief [....]
'Debrief consisted mainly of trying to get the rules of the Whisper Game and Co­
operative Drawing sorted out. Have probably made a bit more sense of them after this. Only 
real objections from T. (a girl in the 'trio'), she didn't like either of the exercises. Whisper 
Game was 'silly' and she wanted to do the drawing by herself, not with a partner. Repeated 
that there was only one 'boss' in this group, she 'didn't care'. On that the session ended. 
[ . .. .]
After, talked to S. (student teacher) She noted that the children had been 'stirred up' 
all day. (This conversation is more fully reported in Appendix One - Excerpt Five)
5.2.7 Half-term. No session.
5.2.8 4 June
Session Seven. Orientation and relaxation. Whisper Game. Three Things. 
Debrief.
Diary Extract. 'Still having to use classroom. This week managed to get the
concession of moving some of the desks so have almost doubled the space available. Much 
better. I gave the first message. After last week. I'm not sure that they are able to organise 
messages. Usual 'green apples, purple grapes' (two colours, two fruits -why? - It makes it 
more difficult. Oh. OK) It went almost all the way round. Stopped at R. (a boy). Was 
anticipating the usual bout of yelling out the message, but it didn't come. Managed to get in 
quickly with 'don't shout it out' and told him myself. He passed it on. T. jammed it up again 
'it's too difficult'. Me - 'OK, T. dqn't worry about it' and I passed it on again to the person next
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door. By-passed her completely. This is a trick I've learned from JC. Don't confront, by-pass. 
Message reaches around the circle correctly. 'Can we do it again?' 'OK'. Again I appointed 
the starter. Who can sit up the straightest. I feel more and more like a teacher each day! 
Start it off with R. a boy). R. gets to choose which direction. He wants anti-clockwise, which 
causes D. (another boy) much concern. 'It's always gone the other way' Explain that it is the 
getting round that is important, not the direction, but I know he's not convinced. 'Yellow 
apricots, red apples' Not very original but it does. This time gets around much better. Falters 
a one or two places, I instruct, 'person next door tell them again' which is met with some 
puzzlement until I put a name to the person. D. (a boy) who is the person next door gets of 
his bottom and kneels down by R. (another boy) cups both hands around R's ears and 
'whispers' it so loudly that I could hear it from about six feet away. I don't know if everyone 
has heard or not. Apparently not, it goes around until it gets to T. who says she can't 
remember it. This time I don't even comment and tell the boy next to her what the message 
was and it gets around. This is actually quite hard work for me and I decide that enough is 
enough'. [....]
Three things. 'Some difficulty in pairing this week. This is unusual. No-one likes to 
be paired with T. as she really is difficult. D. refuses point blank to be her pair. I pair her with 
me. Don't like being this autocratic but I've the rest of the group to think about. T. exercises 
her option and goes and sits to the side. The game is a variation on 'What I did'. A gives 
B three things to remember and vice versa. As with 'What I did', it works well in the pairs, but 
the period of time taken to pair the pairs seems to be long enough to induce forgetfulness in 
some of them. Anyway, we manage to limp through. I would really have liked to have tried 
it again but mindful of the time and previous experience of trying to hurry things, decide 
against it.' [....]
Debrief. We are getting quite to like the Whisper Game. Still not decided about 
'Three Things'. As usual the six of them who have been cooking come in the middle of the 
debrief. This time with 'drop scones' - 1 think that's what they were called. Anyway, they got 
passed around without too much interruption and we finished the session discussing the co­
operative squares game that we are to attempt next week. The scones were quite nice, 
actually.'
5.2.9 11 June.
Session Eight. Orientation and relaxation. Modified co-operative squares. Three 
Things. Debrief.
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Diary entry: 'I did the co-operative squares with some sense of foreboding. It was
a bit misplaced but not by much. The book claims that five year-olds can do this, in the 
example in the book they have been playing it for forty minutes. Well, not with 1C. One sulk 
and I counted six temper tantrums in the first ten minutes'. [....]
'I repeated the instructions. We tried again. What seems to be the difficult thing for 
them is the no talking rule. This, of course, is the point of the exercise. Two of the groups 
made some progress. Was pleased to note that S. (one of the 'trio') was in with (three other 
children) and seemed to be playing a full part. T. was a complete trial. 'This is stupid', 'I don't 
want to play'. 'OK, T. you don't have to' She made no move from the table. 'Why can't you 
talk?' 'It's the rule of the game'. 'Well, its a stupid rule'. I sat beside her and tried to help her 
along. She just sulked, so in order that the others in her group had some idea of what it 
would be like to play it properly, I took her turns. Not ideal, but needs be when needs must.
I have some sympathy with the idea of inclusion but can see why the exclusion argument has 
its appeal with very difficult children.' [....]
Did a quick debrief on co-operative squares immediately after I called it to a halt. 
Clearly the children were puzzled by it. G. (a boy) who is very articulate, spoke of his sense 
of frustration of seeing a piece that he wanted but having to wait until the others had put it in 
the centre. Others picked up on this, but in general the debrief was desultory. The end of 
the session approached. So I moved to a quick 'Three Things'. [....]
'No doubt that repetition helps. I did three things I'd like to eat for part of my favourite 
meal. The pairs were quite good. I got them to monitor themselves. Now, I can't be sure 
everyone remembered everything like they claimed they did, but there was none of the discord 
that was present in earlier trials. Managed to move into fours quite quickly. The other pair 
for your group of four is sitting opposite you. Again, a sense of improvement. (Four children) 
did forget what they had been told, but this was accompanied by laughter this time, rather 
than blank looks or irritation.' [....]
Debrief. 'Told them this was the last session. No real sense of loss here. In 
fairness one or two of them said that they were sorry it had to finish but the overall impression 
was neutral. Like - OK, interesting but not memorable. We quite liked the Whisper Game but 
had some difficulty in spontaneously remembering the other exercises. JC insisted that the 
class thanked me - very well meant but quite cringe making. After a chorus of 'Thank you, 
Mr. Manson' the session ended. And that was that. Compared to this morning, it is quite 
clear that these exercises did not engage the class as did the touchy-feelies. 1A was 
genuinely sorry that the sessions had ended, but, with the best will in the world, I can't say
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that was the opinion of 1C. We'll have to see what the post-test data shows.'
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Appendix Six. Exercises Used in the Main, Third Year Intervention and Descriptive 
Extracts from the Field Note Diary.
The burden of this Appendix lists the order of exercises undertaken on a week- 
to-week basis at Garden Street School. There were several unavoidable interruptions 
when sessions were not possible. In all, eleven sessions were successfully 
undertaken over the course of one and one half-terms. Although there were slight 
variations in the length of sessions, forty minutes was an average time. All the 
sessions were preceded by an orientation and relaxation exercises. These were 
undertaken in order to mark a transition from 'normal' school work to the Intervention 
sessions. The content of this period is described first.
Apdx 6.1 Five to ten minutes were allowed at the beginning of each session for
orientation (a brief contextualisation of the Intervention exercises) and relaxation 
exercises. During the course of the contextualisation the chidren were reminded that:
1) they were not obliged to participate in any/all of the exercises if they did 
not want to;
2) they would be asked to participate in the exercises with people that they
might not usually associate with. They were asked to bear in mind that,
although this might seem strange, they would not be involved with the partner 
for more than the length of the exercise, usually no more than ten minutes;
3) that the exercises were designed to get help them to get to know one 
another better.
4) in order to do this they would have to work with each other.
5) to do this, they had to know what to do.
6) to know what to do, they had to listen to the instructions carefully. New
exercises were always demonstrated with volunteers so that what was required 
was clear.
5) that concentration was needed. It was suggested that although some 
of the exercises might be a little strange at first, all of them could be enjoyable - 
if entered into in the right spirit.
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A general summation was then given So the rules are, think about what you 
are doing, think about how it can help you get to know the other person better, and 
try to do it quietly.'
The basic format of the Relaxation exercises was complied during the first pilot 
study. This was undertaken at a Secondary Comprehensive School in South London 
(see 3.7.2) and involved pupils from Year Seven and Nine. The sessions were 
undertaken during periods allotted to drama classes. Not surprisingly, there was some 
similarity between elements of the programme used in these classes the Intervention. 
Both endeavoured to bring to the pupil's involved a conscious awareness of interacting 
with another person.
By far the most popular of the relaxation exercises in these groups were 
versions of'Simon Says'. In these, the children were grouped in a circle and 'Simon' 
(the teacher) directed them to undertake a series of instructions. Among these were 
included such tasks as 'patting your head at the same time as rubbing your tummy in 
a circular motion', 'shaking your left arm in the air, then your right', 'hop on your left 
leg and then your right’, 'run on the spot’, ’leap in the air in a star jump, while shouting 
out "banana's" (or some other equally silly expression)'. Variations on this theme were 
repeated two or three times. The exercises were all energetic and invariably provoked 
much laughter.
The routine would then finish with a focus' exercise. In the most regularly used 
of these, the pupils would be asked to take a deep breath, hold it and let it out to the 
count of ten. Among other such exercises, pupils might be asked to lay down on the 
floor, place their hands on their stomachs, and concentrate on the rise and fall of their 
stomachs until their breathing returned to normal. Exercises such as these were 
highly effective in changing the mood of the class. All of the boisterousness 
engendered in the 'Simon Say's' routines was dissipated in a matter of minutes. A 
sense of calm concentration and focus was generated which became the point from 
which the formal exercises were undertaken. If, at any point during the Intervention 
exercises the 'mood' was broken, for example, when an exercise failed to engage the 
pupils, elements of the relaxation routines were a useful means of bringing a sense 
of focus back to the group.
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The researcher experimented with these relaxation and focus exercises during 
the course of the second pilot study. This was undertaken with pupils in the age 
groups to be used in the main research. With few exceptions, the exercises 
transferred to these younger groups very easily. Five year olds can often find 
difficulty with simultaneously patting their heads and rubbing their tummies! 
Nevertheless, pairing the children off and asking them to 'mirror' each others attempts 
at doing this, proved an invaluable means of 'breaking the ice' with this age group. 
In both of these groups the relaxation and focus exercises were enjoyed. This was 
evidenced by the pupil's responses, teacher's comments and the researcher's own 
sense of the reactions they provoked. The routines were adopted for the main study 
with some feeling of confidence.
Apdx 6.2
This section lists the exercises undertaken in every session. During the course 
of the Intervention in both Garden St. and Rilldale, the researcher kept a 'Field - Diary'. 
Entries in the Diary were invariably completed within two to three hours of the end of 
every session. As was noted in Appendix One, the Garden St. Diary runs to some 
twenty-two thousand words. Edited extracts from the Diary have been added to the 
end of each description to give a 'flavour' of each of the sessions. The exercises will 
be separately in Appendix Seven.
6.2.1 13. January.
Session One: Orientation. As this was the first session, this took rather longer
than usual. Relaxation exercises. 'Circle-sitting.' 'Blindfold walk.' 'Three-things.' 
Debrief.
Diary extract: 'The session runs from 2.40 - 3.20 p.m. in the Hall. This is a large space some 
50 ft. square. Parquet flooring with a high ceiling. Windows all down the left hand side (as 
seen from the entrance doors). These are almost floor to ceiling and have long curtains, floor 
to ceiling. These had to be pulled today as there was strong sunlight beaming in which got 
in peoples eyes as they sat down on the floor". [....]
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Exercise 1. Circle Sitting. 'Chose to start with this as it involves everybody. Took a bit of 
getting organised. I need to pay attention to the way in which I give the instructions. [....] It 
took some 15 minutes to get the first successful ring formed. J and M (two boys) were quite 
disruptive, J collapsing with laughter (? embarrassed/ opting out) and M generally being 
whingeing. In the main I think the children were rather perplexed as to why this was 
happening. Anyway, we managed to get a circle going'. [....]
Exercise 2. Blindfold-walk. 'Again, I need to be more assertive with my instructions. 
Getting the kids in line was quite difficult and getting them paired up took some time. The 
children seemed to be able to understand what was required of them and started off quite 
well. There were two head-on clashes and Sz led C into the wall. At this point, GS (the 
teacher) who had been watching with a worried look on her face intervened and gently 
suggested that I reiterate the instructions, which I dutifully did. We swapped over blindfolds 
and started again. This time there was only one clash of heads. Again Sz leading C. Will 
have to watch out for Sz'. [....]
'Conclusion. A mixed response and mixed feelings about the first session. All agreed that 
they had quite enjoyed the exercises. Blindfold walk better than circle-sitting. 1 still think that 
they are a little perplexed by what is going on and hope that in due course this will be come 
somewhat more regularised for them'.
6.2.2 20 January
Session Two: Orientation and Relaxation. Circle-sitting. Blindfold walk.
Whisper Game. Debrief.
Diary extract: 'The numbers very depleted this week, 16 only out of 24. Tummy-bug going 
around quite virulently. Seven staff out including GS. Class covered by a South African supply 
teacher, who kindly agreed to sit in with the class. I started off this week by getting them all 
to sit down around me on the floor. It was much easier to cope with 16 than the full 24. I 
explained that I thought last week went well but it could have been better. We then tried the 
'Circle game' again' [....]
'Getting the circle proved a little difficult, it changed very fluidly from a circle to an oval, 
to various amoeba shapes and back again, all in a matter of moments but, eventually, we 
were close enough together and they all sat down and it worked. They were fairly delighted 
and laughed. I applauded them and they all joined in with me. I asked 'shall we do it again?'. 
As I asked this, several of them asked it too. General approbation. This time I told them all
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to spread out and come together in a circle. They organised themselves into a circle and sat 
themselves down. It worked. Somewhat less stable than before, but it held'. [....]
Whisper-Game. 'We sat in a circle of 16 + me. Moe was sitting to my left and I 
started him off with 'green ice-cream, purple tomatoes' (I had previously explained that the 
messages were nonsense, but would have four words, two of which were colours) They 
looked at me as though I were mad, until I explained that this made it much more difficult to 
do. Oh, alright. They really got into it. The message got stuck at J and at A. Every one 
wanted to help pass the message on, so I suggested that the person nearest to the 'stop' who 
could remember it should do the prompting. This was OK. The message came around in 
tact. Great delight. 'Can we do it again Miss, Mr, lain?' OK. 'Can I start it please?' This is 
always a problem. Moe had misunderstood my intention, as I had misunderstood his about 
the meaning of starting first. He said: 'But you said I could start it.' I said: 'But you did last 
time.' He said: 'But you made up the message!' Oh! One fed-up Moe [....]
Was, by now, twenty-two mins. past three, so brief de-brief this week. Circle-sitting was 
fab. Some ambivalence concerning the blindfold walk but coming on. Whisper-game seemed 
least liked on review, but was the game played with most concentration. You could almost 
have heard a pin-drop whilst we were playing the first time around'. [....]
As we were putting on our shoes, Moe, Szb and K, made a rush for the door to be first 
in the queue. This entailed a lot of pushing and shoving. 1 intervened. 1 said 'OK boys, this 
week it's ladies first.' Moe was gobsmacked. 'Ladies first!' He didn't say this but the attitude 
was clearly, 'oh, perleasel' Szb seemed quite accepting. Moe then mooched around. 1 said: 
'Watch your shoe laces' (which were undone). He then kicked off one shoe and started 
punting it around. 1 insisted he tied his laces. This he did under protest. Moe: '1 prefer to work 
with the apparatus' (Normally this would be a gym session and there are vaulting horses etc. 
in the corner of the hall) Me: 'Sorry Moe, but you've got me to the end of term' Moe: 'Well, 
I'll go sick next week' See next week's exciting instalment!.'
6.2.3 27 January.
Session Three. Orientation and Relaxation. When I get....Angry. Following. 
Mirroring. Whisper-Game. Debrief.
Prior to the Intervention session, as was usual practice, the researcher had been out 
in the playground with the Class 3C's teacher who was on duty that day. In an almost
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classic instance of 'looking' but not 'seeing', the Diary noted that throughout the 
playtime pupils had been coming up to the teacher in a state of distress and that the 
teacher had spent a considerable time comforting them. Clearly, the outbreak of 
bullying described in the Discussion (7.3.3) was in progress. It took the researcher 
until 10th of March before this was signified by him.
Diary extract: '! wish I could say that I thought this was a good session, but it wasn't. We 
went into the hall. I gathered the children around me and that's when I made what 1 think was 
my mistake, which threw the afternoon. 1 thought to myself, well, you were going to do an 
exercise later on which was a discussion of '1 get frightened when....' so why not do it now.' 
[....]
'I started off, by saying that I felt something was wrong this pm. In ten minutes I had 
seen three people in tears, what was going on? Now I think that 1 was trying to do too much. 
On the one hand 1 was trying to get them to talk about the event, which they did with much 
of the expected, 'It's not my fault, it was them' [....]
'At this point, or at some time during these proceedings, GS got up and went outside 
where 1 later, from the corner of my eye, saw her remonstrating with Moe, J also being 
present.' [....]
'Meanwhile, 1 am trying to broaden the discussion into what do you feel like when you 
get angry and get into a fight. This was taken as an opportunity by most of the boy's [to 
indicate that they would respond aggressively.' [....]
'This took long enough for the others to break up into smaller groups and start 
discussing things amongst themselves, at which point, 1 felt that 1 had lost control of the 
proceedings. So 1 changed tact and tried to get them paired off. This was not successful, 
although it was eventually accomplished (1 don't want to be his/her partner etc).
The first exercise was 'Following'. 1 used Moe to demonstrate. This went well - got 
several laughs. I instructed them to begin the exercise. All was well for a couple of minutes.
I got them to change roles. It then got a bit out of hand. Sz/A (two boys) decided that we 
should do cartwheels, others took their cue and very quickly it developed into mayhem. 1 
stopped the exercise.
'Mirroring'. Didn't catch who said it but, in a somewhat blase tone, 'Oh we've done this 
in drama'. Notwithstanding this, I used M (a girl) as a partner and had them starting off. It 
was OK for about 90 seconds, but they tired of it very quickly. So 1 changed it to 'You are 
getting up, you wash your hands and face, pour out your breakfast cereal, clean your teeth'.
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This seemed to go quite well for a bit. However, I noticed that there was a constant stream 
of requests to go to the loo. GS said 'no problems', but only one at a time. In the next five 
minutes about ten of them went off to the loo. My interpretation of this was that 1 was failing 
to hold their interest. In the meantime, the exercise continued. Now, some of the children 
really got into it. J (a boy) and K (a girl), for example, were doing quite a complicated routine. 
Again a mistake, 1 added an instruction - 'Ask your partner what their favourite meal is? 
Remember it and be ready to tell the whole group.' A few moments later, 1 stopped the 
exercise and had people start to recount, what the favourite meal was. By the end of it, 
everyone was very bored, had lost interest and were not paying attention. No feeling of group 
cohesion at all, rather a feeling of what is the point of this.' [....]
'The session was virtually coming to an end and it was time for debriefing. 1 called for 
them to come to the front and form a circle. I was feeling very despondent. I waited for 
silence to settle, it didn't.' [....]
'Still, there was no general order. Part of me was wanting to see who was talking to 
whom, but at this point GS intervened and said that she felt that several children had not 
participated fully and that this was a 'waste of Iain's time'. Now this was said as a general 
admonition and was, in fact, quite right. 1 said that 1 felt GS was right, that 1 did not want to 
be 'a middle aged man and be ordering them about, but 1 would if 1 had to (weak or what!). 
On that note the session ended.'
6.2.4 3 February.
The session was postponed because o f  Reading W eek'. Reading weeks were 
LEA-wide. At 3o/c each afternoon the children were read a different story by each 
member of the staff. Only fifteen minutes were available with the children These 
were spent eliciting feed-back on the previous sessions.
Diary extract: 'Me: 'Does anyone know what a psychologist is?' M (a girl) - 'My Mum has one, 
it's something to do with cards'. So now I'm a Tarot Consultant!!'
6.2.5 10 February
Session Four. Orientation and relaxation. Circle-sitting. Whisper-game. Walking 
in the Wind. Carrying shopping. Smiling. Co-operative letters. Debrief.
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Diary extract: To get things underway I got them to do the Circle-sitting exercise. They are 
now getting quite good at this. Clearly it is enjoyed by them all. They accomplished this 
without much difficulty. However, when they stood up, it collapsed and people ended up in 
a heap on the floor. I'm always quite worried about this as people can get hurt. So, I asked 
if they would like to do it again. General approbation. 'OK, but this time let's see if you can 
take as much care getting up as you do going down and let's see if we can avoid falling over.' 
It worked. We gave ourselves a round of applause.' [....]
'Exercise 1. I asked the children to imagine that they were walking into a great wind, giving 
a demonstration. We did this for several minutes. The wind was obviously so great that it 
blew many of the children on to the floor and rolled them along it. Slightly worried by this, I 
thought it might be getting out of hand, I changed the exercise. This time I asked them to 
imagine that they were out on Saturday doing the shopping and carrying heavy bags. (All of 
there are in Leach and Wooster p. 16.)' [....]
'Exercise 2. I asked them to move around slowly and when they passed a person to look 
into their eyes and smile slowly. This got some puzzled looks but they did it. J (a boy), at his 
usual rate of knots rushed around with a fixed grimace on his face saying: I'm a weirdo. I'm 
a weirdo.' In one sense, J is a very good barometer of the groups feelings. This was weird 
for them. S (a boy), who gives off a feeling of all knowing cynicism about everything he 
seems to do, was being super cynical in his smile, but avoided eye-contact, with me at least. 
Exercise 3. Again from Leach and Wooster, I got them to form two circles, one inside the 
other. The inside group walked around to the left, the outside group walked around to the 
right.' [....]
Chaos. Freeze. GS and I walked around and sorted it out so that each child touched 
the child opposite her/him in the inner circle. We managed to get pairs. There was some 
consternation at the pairings. I reminded them that it was only for the session, which now had 
twenty minutes left to run. The most eloquent silent remark came from M ( girl) who was 
paired with A (another girl).' [....]
'(GS tells me A is not well liked and she thinks A can be aggressive. There is no doubt 
that A lives in a very complex world of her own.) Anyway, M, out of A's gaze, just rolled her 
eyes to the ceiling in an expression of supreme resignation. I could not see what others were 
doing, I just caught this look out of the corner of my eye. These kids are so mature! 
Exercise 4. Co-operative letters. I demonstrated with GS the letter 'A'. They soon got the 
message and we did A,H,I,K,M.V,Y and Z. Instruction was you can do this either standing up 
or laying down. The exercise was thoroughly enjoyed.' [....] 'As I drew it to an end, running
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out of time 'Oh please, just one more' etc. A word about Sz (a boy). Sz seems to have come 
round to me quite remarkably. I don't really know what is prompting me to say this but 
somehow he is in my mind. He seems to seek eye contact and has become quite 
enthusiastic about the exercises. He co-operated extremely well with T (a girl), who he would 
not normally have much to do with. He made a point of telling me that he had enjoyed the 
afternoon.' [....]
'At the end of this exercise I asked the children again to look into each others eyes and 
to smile slowly. Lots of embarrassment. Talk to them for a little while about it. Does it make 
you feel funny? If so, how do you feel? Why do you think you feel like this?.' [....]
'There was no time for much else, other than a quick debrief. Everyone wanted to do 
the blindfold walk. I had no idea that it was so popular. So I promised on my honour that the 
first exercise after the half-term holiday would be this.' [....]
'Left the session with a feeling of a minor breakthrough on two fronts. The children 
had obviously enjoyed it. J (a boy), who had been so upset two hours previously came 
running over, wreathed in smiles and thanked me for setting up the afternoon. GS clearly has 
had some sort of opinion shift. Now it might be that she has felt that she did not want to 
interfere with what I was doing and has felt now that she can join in and help. I don't know, 
but whatever, I feel her involvement as a very positive thing. Came back to Roehampton 
feeling very good about it all.'
6.2.6 17 February. Half-term. No session.
6.2.7 24 February.
Session Five. Orientation and relaxation. Blindfold walk. Touch sense. 'I was 
frightened when ' Pairs and Whole group. Debrief.
Diary extract; 'GS informed me that she would not be with me in the class this afternoon and 
that Shelley would be covering for her. OK. So we get to the Hall. I had been warned by GS 
that she did not know what sort of mood the children would be in it being the first day back 
from the break.' [....]
'Exercise 1. Blind-walk, with modifications from the Robin Dyne book. This was to include 
the game 'Touch Sense' (p.80). The game proceeded as normal for a minute, then as I had 
previously instructed, I shouted 'STOP.' At this point, I had asked the sighted partner to
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move in silence to another blindfolded person so that the blindfolded person had to discover 
who was their new partner by touch only. This proceeded far more easily than I had 
expected. As per instructions when the blindfolded person thought that the had recognised 
the new partner they were to put up their hand. When most of the hands were up I asked 
them to call out who they thought the person was. Most people got it right but there was great 
amusement when [some got it wrong] I then asked them to talk to the partner and explain 
how they had worked out who was who. At this point they changed over the blindfolds and 
the game proceeded as before. They stopped and changed partners and tried to identify the 
new person.' [....]
'I asked 'did they enjoy this version of the game?' General response of 'yes.' I said 
we could do it one more time. MISTAKE NUMBER ONE. [The exercise was repeated] By 
this time it was 3.05 pm. I wanted to move onto another game and said that it was time to 
stop and would they all form a circle on the floor. 'What about changing over!' 'We haven't 
really got time' MORAL: NEVER BREAK THE ROUTINE. This didn't go down very well. 
Getting them to form a circle on the floor. Chaos ensued.' [....]
'For the first time ever I shouted at them. I can't quite remember now what it was, 
something along the lines of '38 what do you think you are playing at, get yourselves 
together!' '[ . . . . ]
'I took over again. In a quieter tone of voice I said that they had made me angry and 
that I would not put up with them not doing what I said. I realised I was not their teacher but 
I acted with the full authority of Mr. B. (the headteacher) and GS. What I was angry about 
was the fact that we had only 40 mins. a week to do this and we had just wasted 5 of them. 
At this point F and S (two girls) both put up their hands, calling out 'Sir, Sir' This was 
interesting. I have always been 'IAIN' up until now. I said that I would not stop to hear what 
they had to say as we had to move on to the next exercise. I got out the 'I was frightened 
when....' card and showed it to everyone.' [....]
'Moe was waving his hand in the air fit to fly. OK Moe, off you go. He was frightened 
when he had seen a ghost. Tell me more. It was the ghost of a dog in his bedroom. Now 
this was said with such seriousness that I took it seriously. Had it frightened him? Yes. What 
did he do? He trembled. Did he tel! his parents? No, because they did not believe in ghosts 
and would not have believed him. (Interesting.) OK, who's next. R (a girl). She, too, had 
seen a ghost which had kept her awake all night. Now, I don't know about ghost's but this 
kept the group so quiet you could hear a pin drop. Sz then said that he another thing that had 
frightened him. 'When I was in the refuge!' This said with no other intention than to locate
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himself in time and space. He had fallen over and split his forehead. He was taken to 
hospital and was frightened when he had to have seven stitches without anaesthetic. It had 
hurt.' [....]
'At this point, M (a girl) pointed out that we had only two minutes left to go before it 
came to 3.20. In the flash of an eye, the whole mood of the group changed from rapt 
attention to everyone wanting to get their piece in before the time was over.' [....]
'I spent a couple of moments debriefing on the activities of the day. Did they enjoy the 
blindfold walk. I saw Moe start to sneer at it and then change his point of view and the 
expression on his face when he realised that the others were all saying that they had enjoyed 
it.' [....]
'As they changed into their shoes and socks, there was a general buzz of excited 
conversation. Clearly the topic had set them all thinking.' [....]
'So, at the end of the day there was some co-operation. It was a strange day. On the 
positive side I feel that I am getting some authority in the group. The discussion was good 
and we'll do more of it next week.'
6.2.8 3 March
Session Six. Orientation and relaxation. Minute of Silence. 'Seed' guided 
fantasy. Minute of Silence (again). Debrief.
Diary extract: 'This was not a good day.' [....]
'GS away and S (a supply teacher) there all this week.' [....]
'As I approached the door, I noticed R (a girl) running out in tears. I called out to her 
but she was so upset that she didn't stop. S (supply teacher) was there doing some marking, 
which in a previous conversation before break we had agreed she should do.' [....]
'I then had them lay on the floor. This was met with some resistance. 'It's hard. I'll get 
dirty'. Trying to get them to stay still was impossible. This exercise was supposed to be 'The 
Minute of Silence' from Susan Fountain 'Learning Together* (1990. Cheltenham: Stanley 
Thornes; p.44) I asked them to close their eyes and to concentrate on their breathing and the 
sounds going on around them. What did they hear etc. Lots of calling out. I said that I 
wanted them to be silent for one minute which I would count by the clock, if there was any 
complete silence at all, which I doubt, it most certainly didn't last for a minute. However, 
undeterred but with increasing misgivings, I went into a guided fantasy. 'The Seed'.(Fountain
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1990, p.27) In this the children are asked to Imagine they were a seed and then one takes 
them through being planted, growing etc. Some of the children seemed to get into it, but the 
majority didn't. J (a boy) for example, lay there thrashing his arms and legs about. I plodded 
through the fantasy.' [....]
'Then tried to do the 'Minute of Silence' again. This time I had a little more success. 
Concentrate on your breathing, feel your stomach rise, your chest expand etc.' [....]
'I should also note that at the start of the lesson there were several requests to go to 
the toilet. It seems to me that this is an avoidance tactic. S, F S (all girls) all went out.' [....] 
'After the second minute of silence exercise, I called them all into a circle again. 
Instead of being relaxed and calm as I had hoped the exercise would make them be, many 
of them were highly excited. I had to spend several minutes trying to get some order. During 
this period I reprimanded Moe for continuing to talk despite my asking him to be quiet four 
times in a row. He then started being quite argumentative with me. Like a fool I engaged him 
in argument, during which time, the rest of the group became more and more disaffected. A 
(a boy) was sliding around the hall on his bottom, M (another boy) was playing with the pedals 
of the piano and God alone knows what all the others were doing. I lost my temper and 
shouted at them.
I feel really bad about this. I don't think that it is really a good thing for me, who is 
supposed to be demonstrating to them how calm rationality is better then egocentric 
behaviour, to end up in confrontation. However, I had by this time more or less completely 
lost control.' [....]
'My shouts brought some semblance of order. I said that last week we had 
been talking about times when we were afraid and that as we had run out of time last week 
would they like to do some more. I mentioned that Mo had said that he had seen a ghost and 
that others had also said they'd seen ghosts. Would anybody like to tell their story.' [....]
'I was very upset at the end of the session. What I am doing is supposed to 
help the children come to terms with and overcome the very behaviours that seemed to erupt 
in the session. The problem, as I see, it is that I don't know how to keep control. I have no 
real authority over them and clearly can't motivate them to the techniques that I am using, 
which are designed to have some effect. With most of the children as individuals I feel I have 
a genuine rapport, but when they get into a group, most of them seem to adopt a group 
mentality and it all comes to pieces. I don't know how to remedy matters. At this rate I'm not 
going to get any positive results.' [....]
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This is something that I have yet to work out, what my role is in the classroom. 
On the one hand, I don't necessarily want to be seen as an overt authority figure. I am not 
their teacher, nor indeed, am I a teacher at all. On the other hand, by not being seen as an 
authority figure (and there is no doubt in my mind I am tested out quite often), I rather think 
that this does give me problems in conducting the group. At the moment, this is still 
unresolved and I have no clear idea as to how to resolve it.' [....]
6.2.9 10.March
Session Seven. Orientation and relaxation. Co-operative letters. Low-lifting. 
Whisper Game. Three Things. Co-operative Drawing. Debrief.
Diary extract: 'The class had only nineteen in it this week. I started off with co-operative 
letters. This was very well received. Every one went into pairs quite easily. I started them 
off with 'something very easy', an A. No problems. Results ranged from lying at an angle to 
one and other and linking hands (several pairs). Others did the same shape but standing up. 
S (a boy) A (a girl) did a complicated resolution using only their arms. It worked well, 
although you had to ignore the rest of their bodies. We then did Z, all done lying on the floor, 
and M. This had two main resolutions - either capital M or lower case m. Capital M involved 
either lying on the floor facing one and other, arms out at a low angle, or, for the lower case 
version, bending or crouching down, head to head, the humps made by the two backs forming 
the arches of the m'. [....]
'The second part of this exercise was to form into groups of four and to attempt to form 
simple words. I started with 'HI'. There were no problems with this. Indeed the general 
feeling was this was too easy. All except for [a group of four, three girls and a boy.] They 
were over in the corner by the door, away from my direct observation. When I got over to 
them they were looking very disgruntled, each.of them lying either stretched out or bent up.
I looked questioningly and J ( the boy) said 'This is a bit difficult. There's not enough to do 
it.' I was puzzled and the look must have shown on my face. 'H.I.G.H.' explained Jamie 
patiently. I couldn't help laughing.' [....]
'By now it was 2.55 and mindful of the fact I wanted to get on I suggested 'LO' as the 
last word. This again caused some animated discussion. They all did it lying on the floor.
I took a moment or two and asked them to discuss with each other how it had felt working co­
operatively.
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Now, I know that this is an essential part of the exercise but it is far more easily said 
than done. Reactions ranged from blank amazement to 'Can I go to the toilet please?' This 
'Can I go to the toilet?' is, I am sure, a reaction to get away from a situation that's seen to be 
threatening. Once the one person starts, then it builds up to a flood. In order [eight children, 
boys and girls] asked within a period of about 30 seconds. Now, I'm not allowed to refuse 
them. I can let them go one by one, which I did but this greatly interrupts the feedback 
session. After a few desultory attempts at reply, and with the clock ticking on. I gave up and 
called them all around me to go on to the next activity, the 'low-lift'.' [...]
'I collected [a mixed group of five] to demonstrate with. After emphasising that great 
care had to be taken with holding the head and showing them the correct form of bending and 
'creeping' the hands under the thorax and thighs, they successfully attempted the first lift. 
They were delighted. I then asked them to get into groups of five. This left one group of four 
in which I was to participate. [....]
J ( a boy) was lying on the floor waiting his turn to be lifted again. He was giggling. 
'He just won't do it right' said someone, I can't now remember whom. I said for them to make 
room for me. We lifted J and set him down. I insisted that J now take his turn as a 'lifter*. 
He did this by grabbing E's (a girl in his group) legs and lifting them in the air, thus forcing her 
head onto her chest. I told him to let her go. I could see what was going to happen. He just 
dropped her legs to the floor. I was able to catch them and lower them down somewhat more 
gently. By this time the clock read 3.10 and I decided it was time to change the game.' [....] 
(The group moved on to the 'Whisper Game.') 'The message was sent off around. 
At this point you could have heard a pin drop in the room. It was the first time there was a 
sense of combined purpose for the whole of the afternoon. The message got stuck at [a boy 
and a girl] who were sitting next to each other. I'm surprised by the amount of patience the 
group displayed. In the event, K. (a girl) who was sitting next to A. whispered it to A. again.
A. then announced it to the whole group. General disbelief and dismay, stopped by G.( a boy) 
who announced that this was not the whole message and was not right anyway. There then 
followed a co-operative behaviour unscripted in the programme. This was a group collusion 
that what G. had said was, in fact, correct.* [....]
'A. had announced that the message was 'Apple, apple, crumble, crumble' I said 
'How do you want to resolve this?'. V. (a girl) by-passed J.and went on to (can't remember) 
the child sitting next to him and passed the message again. Now it's interesting that J. was 
by-passed. Had this been any one else I think that there would have been complaints. It's a 
though they have a clear understanding of who will and who won't be of use. J.and A. both
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seem to be defined as of no use in this context. The message ended up as 'Apple, apple, 
mumble, mumble.' M. (the girl who had started off the message) agreed that this was what 
she had sent out. Every one seemed satisfied that the game had not been ruined. I later 
asked M. if that was, indeed, the message. She said that it had been and that she had wanted 
'To see if it got messed up to crumble.' I was most impressed.' [....]
'The children moved to the side of the room and put their shoes back on. The 
general routine is for the children then to line up as they finnish and wait for the class to 
assemble and walk back in the control of the teacher to the classroom. There is always some 
jostling to get to be first in the queue. J. (the boy referred to earlier) decided to rush to the 
front and to push in. M. (another boy) remonstrated with him. J. turned around and kicked M. 
in the stomach. M. doubled up in pain and fell to the floor crying. Several of the children 
were obviously shocked and turned around to tell me that J. had done this on purpose. I 
called (the supply teacher) over. She said that Johnny would have to go immediately to see 
the Headteacher. At this point Mr. B. (the Headteacher) walked past. He was called over. 
J. was to loose his playtime all this week and to see Mr. Bridge next morning at, I don't know 
when, after assembly, I think.' [....]
6.2.10 17 March.
Session Eight. No formal intervention session possible. However, as the week 
in school was given over to the co-operative production of jointly agreed project, it was 
designated as a session by proxy.
Dairy extract; 'Walked in the usual way and found the corridor covered in all sorts of 
materials. I thought that they were having some sort of spring clean. Walked up the stairs to 
the classrooms and noticed J. (a boy in 31) sitting at a desk in 3C's room. Was somewhat 
taken aback when next to J., I saw F. and S., with M. and A. (all children in 31) sitting on a 
table behind. As I walked in I noticed AK (a supply teacher in 3C) in charge of the group 
which was a complete mixture of the two classes. Seeing the look of askance on my face AK 
informed me 'Rain Forest'. Still puzzled, I went into 3l's room where to my great relief I saw 
GS. She greeted me and I asked what was happening. She immediately pulled a face and 
said 'Oh God, don't you know, didn't I tell you. I am so sorry.' ' [....]
'This whole week is given over to the 'Rain Forest' project. It is called a 
'residency' and involves the whole school. It is, apparently, quite costly. Three outsiders
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being brought in to contribute. As far as Year Three are concerned they will work together 
all week. In the morning, jointly making a mural to be added to the rainforest background 
already in place in the Hall, in the afternoon on costumes, head-dresses, etc, for the show that 
will be put on Thursday.' [....]
'For a moment I was mortified. Another session lost. GS must have noticed my 
expression. 'Look, how long did you want them for?' I said that I did not feel that I could 
interrupt the timetable. And then the penny dropped. The whole class was involved in a joint 
co-operative project. One that would last far longer than I could either arrange or manage.
I was delighted. According to GS, within the framework afforded by the project, the children 
had been split up into groups and more or less given their heads on what to make. Thus, 
some of them were involved with 3D tissue paper birds and animals, some with making 
necklaces, some headdresses etc. They had selected themselves into groups, and although 
some of these were friendship groups, they were with other children from 30. Although this 
is not a formal Intervention session I am going to count it as a session.' [....]
'I am starting to feel that I am being accepted as part of the classroom scene. 
Earlier, I had spoken to J. as I came into the room. He had asked me 'If we're going to do 
PT?' I had said 'Yes, as far as I know'. As I moved onto his table, I said to him that we were 
not now going to do it as they had been doing one of the exercises I had wanted them to do 
this morning with the mural work. He looked positively disappointed. 'I like doing PT with 
you.' 'Thank you very much, J.' V. (a girl in 31), sitting next to J. said 'Yes, it's good.' This 
came as a total shock to me. V. moans about it all the time in the group sessions and goes 
to the toilet at least once a session. Later on, while walking back from break, Sz asked if we 
were going to the Hall together 'To do PT.' I explained that this week we were not. He too 
expressed disappointment. I asked 'But I thought you were all starting to get fed-up with what 
I'm doing?' 'No, it's good' ' [....]
6.2.11 24 March.
No session possible. Main Hall used for Rain Forest’ exhibition.
Easter Break.
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6.2.12 21 April.
Session Nine. Orientation and relaxation. Circle-sitting. Whisper Game. Co­
operative drawing. Modified Co-operative squares. Unmodified co-operative squares 
(Both from Fountain, 1990). Debrief.
Dairy extract; 'GS on a course. Another supply teacher.' [....]
'I went in prepared to do the Modified Co-operative squares game (Susan Fountain, 
1990. p.71.) It had taken me two hours to cut the game out following the instructions in the 
book and I had thought it would take some 20-30 minutes to complete. It took about ten 
minutes for me to set the game up and give suitable instructions. It was by now nearly 2.50.
I then stepped back and said to get on with it. The game is made for teams of 5 and GS very 
kindly offered to be one of a team to make up the numbers. They finished it in 10 minutes.
I was so taken aback by this I was literally dumbstruck. I tried to instigate some discussion 
on how did it feel to co-operate, what did it feel like when you knew somebody had a piece 
you wanted (I wanted to beat them up! - Moe).' [....]
'Fortunately, at the same time as preparing the 'modified' version of this exercise, I had 
taken the time also to prepare the 'unmodified' version. The two versions are relatively similar. 
In both, large squares of card are prepared. These are then cut-up into smaller pieces, 
labelled, A-E, according to the diagrams in the book. Those of the 'modified' version are 
rather, though not much, simpler than the 'unmodified' version. The pieces of the cut-up 
squares are then placed in envelopes, all A's in one envelope, all B's in another etc. It should 
be noted that the pieces themselves are not physically labelled. Thus, the recipient of an 
envelope finds that it contains a collection of disparately shaped pieces of card. The main 
difference in the two versions of the games occurs in the 'rules' attaching to them. In the 
'unmodified' version, the group members are not allowed to communicate with one another, 
either verbally or non-verbally. They are not permitted to give shapes to, or take them from, 
anyone else. They may only place unwanted pieces in a box provided in the centre of the 
table, or take new pieces from the box. In the 'modified' version, talking is allowed, but,again, 
group members may only exchange pieces by putting them in the box in the centre of the 
table. Was able, therefore, to run the 'unmodified' version. Not surprisingly, this took longer 
to do.' [....]
'Over ran time. No proper discussion on 'unmodified' version Agreed to do it again 
next week. General feed back was that the 'unmodified' version was most frustrating' [....]
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6.2.13 28 April
Session ten. Orientation and relaxation. Co-operative letters. How not to listen. 
Three Things. Five Things and 'Just How Many Things Can You Remember!' Co­
operative Squares 'unmodified'. Debrief.
Diary extract; 'I then did the 'How not to listen' exercise from Wooster et al. This was hugely 
enjoyed. We repeated it three times. And then went off into groups of three to do it again 
amongst the children. K. (a girl) and Szb (a boy) decided to sit the session out. K. for reasons 
I know not and Szb because he had a sick note excusing him from PT because of a sprained 
ankle. I report with great satisfaction that he decided to join in. Running around doing PE - 
no. doing my stuff - yes. One up to lain! ' [....]
'We then did pair work, me choosing the pairs again, with little real objection. This 
exercise was ' What have I done' (again from Leach and Wooster p24.) Pairs divide 
themselves up into A and B, A tells B three things they've done since they were last in school, 
B had to remember them. B tells A three things, etc. Well, the first exercise was done very 
quickly. I told them to do it again, changing the topic to five times 'I had a good time'. I left 
it vague on purpose. 'What do you mean?', 'What's feeling good?', etc. This took little 
longer. What was quite interesting was that Sz asked me if they could do more than five 
things. Top score was 18. Now I have no way of assessing the accuracy or validity of this 
claim.' [....]
'At the end of the exercise I called them all to the front of stage for a de-brief. R. (a 
girl) was sitting next to me on the stage. I told the group that Sz and E. (a girl) had come up 
with 18 things. R (a girl) claimed that she too had come up with 18. There was general 
disagreement over this -13, 13. God know's how this information gets disseminated through 
the group so quickly and uniformly. They must be telepathic. I'm sure that I didn't see anyone 
talking about it! Anyway, R demurred and said-that they had come up with 18 things but could 
only remember 13 of them' [....]
'Co-operative squares fell rather flat. Whereas, last week, some enthusiasm was 
displayed for it, this week it was undertaken very grudgingly by the majority of them. Two 
groups gave up on it entirely. Those that did complete it were palpably underwhelmed. 
Fountain maintains that 'Once participants realise that co-operation, rather than competition, 
is necessary in order to complete the task, a solution is usually found quickly' (p.71). While 
this may be her experience, and I don't for one minute doubt her, it was not mine. I'm 
confused about this. I wonder if the problem was perceived by the children as being rather
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'childish'. This was the opinion voiced over the 'modified' version last week. But then the 
'unmodified' version was seen as being more difficult. The discussion was definitely hard 
work. Some agreement that it was frustrating seeing a part you wanted in another's pile and 
not being able to ask. But beyond that, not much. If I can. I'll try it at Rilldale and see if age 
does play a part here.' [....]
'One more thing, a visual image. Mo with his arms around K. and M. (two girls in 3i), 
three faces pressed cheek to cheek, smiling with such mutual affection. I just wish I'd had a 
camera.' [....]
6.2.14 5 May. Bank Holiday. No session.
6.2.15 12 May Field trip to Devon. No session.
6.2.16 19 May
Session eleven. Orientation and relaxation. Circle-sitting. Blindfold walks. 
Whisper Game. Co-operative squares. Debrief.
Diary extract: '31 has a new supply teacher today.' [....]
'I repeated my usual instructions about studying friendship and the necessity of having 
pairs who were not usually friends to work together for a maximum of 10-15 mins. per 
exercise. I lived to regret those words. Class 31 took them very literally. Later, when trying 
to pair children up, I was told constantly that 'They know one and other!' This got to be rather 
frustrating and I said, in some desperation, that it was impossible to be completely random 
as each child would 'know' everyone after spending nearly a whole academic year together.
I was just interested in those pairs that would not normally play together. Much merriment!' 
[....]
'We did circle sitting. We went down for the first time quite successfully for 
about five seconds. Then it collapsed in laughter. On the second time I suggested we should 
see if we could hold it for thirty seconds. 1 gave them the opportunity to vote on the length of 
time. Thirty seconds, unanimously. They sat down and I counted thirty seconds off the clock. 
Great deal of laughter and we gave ourselves a round of applause.' [....]
'Next exercise was the blind-fold walk. Now this had been greatly requested and when 
I said I had the blindfolds, lots of 'yessing' and punching the air. So I assumed some 
approbation. Then it started to come apart. I got the usual spate of 'Can I go to the toilet, 
please?' from the usual group of girls. I don't quite know how to deal with this. Clearly it is
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an avoidance ritual. Why it should be so I don't know. However, it always happens. It might 
be that they think it necessary as a form of preparation for the exercises. They are never 
away for very long.' [....]
'We did the first of the trails. Now, because the novelty has worn off somewhat the 
excitement of the anticipation fell rather short of the actuality. There was a palpable feeling 
of anticlimax.' [....]
'Blindfold walk ground to an unsatisfactory conclusion. I was somewhat perplexed as 
to why and somewhat dispirited when Sz, bless him, he really has been very helpful 
throughout the whole series of sessions, suggested we did the whisper game. Everyone, very 
keen.' [....]
' I got Sz to start the ball rolling. As usual, you could hear a pin drop as the message 
went around. Until it got stuck at E.and K. (two girls). I think because they find this easy they 
weren't paying attention and were caught by surprise. Sz leapt across the circle and by the 
time I had managed to say 'Sz the person next door can do it', he had passed the message 
on again. Anyway, the message got around.' [....]
'I said 'Would you help me out here?' They looked at me. 'I want to try the co­
operative squares one more time.' Groans. 'Please, pretty please.' Very grudgingly we got 
into groups. To cut a long story short, there was no more of a result than there was last 
week. I noticed that they were getting quicker at it, not that I had really timed them, but this 
was the distinct impression. In general, I felt they went through the motions just to please me. 
No real discussion.' [....]
'By this time it was 3.25 and time to stop. We spoke briefly about the failure of 
the blindfold walk, which as I suspected was perceived as not being so exciting this time 
around. We liked the Circle-sitting and want to try for a minute next time. We liked the 
Whisper Game as ever. Co-operative squares was 'boring' and I doubt whether we will do it 
again.’
This session proved to be the last. Half-term followed the week after and an 
OFSTED Inspection was scheduled for the first week in June. Garden St. was 
revisited after the Inspection, but by this time, the priority was to gather the post- 
intervention data before the end of term.
This Appendix has outlined the series of exercises that constituted the Main 
Intervention. It is to be hoped that the extracts from the Field Diary have given some
382
insight into the manner in which the Intervention was undertaken and a 'feel' of the 
sessions. Despite some unsuccessful early sessions, the majority were successful to 
the extent that the pupils appeared to enjoy and, in the main, participate fully in them. 
The pupil's responses to the Intervention are reported in full in section 6.7.2-3. On 
reflection, the major problem for the researcher was the lack of consistency in the 
presence of the Class teacher. As is indicated in several diary entries, in terms of 
authority relationships within the classroom, the researcher's role was always rather 
ambiguous. There were several instances where keeping control of the Class became 
an issue. It was the case that the more successful of the sessions occurred when the 
regular Class teacher was present. By and large, those sessions undertaken with a 
supply teacher in attendance were less productive of a feeling of cohesion and 
integration. As was pointed out in the Discussion, in the opinion of the researcher, 
training Class teacher's to undertake the intervention as an integrated element of the 
school day is preferable to 'outside' facilitation. It may, of course, be the case that 
a researcher more experienced with children than the current one, would have been 
more able to retain control in the classes. However, this is speculation.
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Appendix Seven.
Exercises used in the interventions.
This Appendix briefly describes the exercises referred to in the main text. It is 
divided into three sections, affect and sensitivity, communication and problem-solving, 
relating to the separate elements of the complete Intervention programme. The 
majority of the exercises are derived from Kutnick and Brees (1982) and Kutnick and 
Marshall (1993). Where other sources have been used, they are individually 
attributed.
Affect and Sensitivity Exercises.
Blind-fold walk. Children are paired off. One is designated as 'leader', the other 
'walker'. (If appropriate, children may choose these roles themselves. It is important, 
however, that each child in the pair has the opportunity to take both roles in a 
session.) The 'leader' stands behind the 'walker*. Steering is effected by the leader 
giving 'directions' by gently pushing the shoulder. Thus, 'go to the right' is effected by 
pushing forward on the right shoulder etc. Stopping is effected by pulling 
simultaneously on both shoulders. Practice sessions may be held without the use 
of a blindfold. The blindfold should be made of light-proof material.
Variation: 'Touch sense' From Dyne (1990: 80). In this variation, the 'leader'
changes partners after a short spell. The partner turns to face the new 'leader' and 
tries to identify her/him by touch alone. No talking is allowed.
Circle-sitting. The children are brought together standing in a tight circle. To be 
effective, they must be pressed close-together. This is not as easy as it seems in cold 
print! It may be helpful to have the children grasp the waist of the child in front. At 
a pre-arranged signal the children SLOWLY sit down upon the knees of the child 
behind them. If done in unison the whole group ends up 'circle-sitting.' A word of 
warning: if not done carefully the circle can collapse onto the floor. In both
Interventions using this exercise undertaken in this study, the floor was wooden
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parquet. Bumps and bruises may result.
Face-patting. Pairs of children stand face-to-face. They are instructed to closed
their eyes. They may then gently feel the partners face, hair and neck with their 
finger-tips. The instructions should emphasise that this is best done as quietly and as 
gently as possible. Exercise to last no more than two or three minutes.
Following. Children are paired. One stands behind the other - about three feet 
apart. The child in front is instructed to move ahead, they may engage in any odd 
body movements they feel inclined to do. The only constraint is that these must be 
done relatively slowly. The child behind has to ’follow’ these movements. After a 
while, the roles are reversed.
Low-1 ifts. Best done in groups of five to seven. One child is lifted. This child lays 
on the floor. The other children arrange themselves around the prone child. For 
safety, it is absolutely essential instruct one of the "lifters' to hold the head of the child 
to be lifted. The others are instructed to hold the chest and waist. Remaining children 
hold the legs. If at all possible, gym mats should be used. In any event, the children 
are only to lift the child clear of the ground - six inches to a foot is plenty. This is quite 
a difficult exercise to accomplish with excited small children. Control is very easily 
lost. So very clear instructions need to be given. It is perhaps best to undertake this 
with one group at a time, the others watching.
Mirroring. A variation of'following'. In this variation, the pairs of children stand 
facing each other. Best results were obtained in these Interventions when the children 
were given a 'script' to follow. This comprised simple instructions from everyday life, 
e.g. wake up, yawn, go to the bathroom, turn on the taps, clean your teeth, pour out 
and eat breakfast cereal, etc. Again, one child should be designated initiator, the 
other mirroring them. The roles should be reversed after a while, with another 'script'.
See-saws. As a general rule, rather better with younger children. Pairs of children
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stand facing one another. They are instructed to grasp each others wrists in the 
standard safety grip. Then shuffle feet forward so they wedge together. The trick is 
to simultaneously lower bodies to a crouch and they pull each other up, without letting 
go of the wrists of the partner. When the rudiments are grasped, this can be effected 
quite flu idly and with some grace.
Smiling. Children are instructed to move slowly round the room. As they come 
across another pupil they are to pause, look them straight in the eye and smile. This 
can cause a degree of self-consciousness among the children. This may result in 
some 'silliness'. However, this is a good exercise to gauge the degree of integration 
in the group. Compare early results with later.
Communication Exercises.
Co-operative letters. This has elements of the trust and dependency exercises, 
but is located as a communication exercise as it needs verbal planning to succeed. 
Pairs of children are tasked to make simple letter shapes using their bodies. 'A', 'M', 
etc. As the children get more sophisticated, the complexity of the letters may be 
increased, 'B', 'Z', etc. This can culminate in groups of four making simple words 'Hi'. 
'By', 'Cow' are good to start with. Bee' and 'Dog' gave rise to great merriment.
Guided Fantasy. Very useful as a whole-class exercise, a) to calm down a restive 
group, b) as a basis for paired discussion work leading to two pair and plenary work 
or c) as a basis for co-operative drawing. Main sources of inspiration were from Hall 
et al., (1990). The 'By the Sea' and 'Underwater" scenario's (Hall et al., 1990: 58) 
were well received. Fountain (1990:27 & 44. 'Minute of Silence' and 'The Seed') is 
also a useful source.
'How not to listen' From Leech and Wooster (1986: 35). This requires groups of 
three. It needs to be demonstrated. Two of the children engage in conversation. The 
third is designated to deliver a 'message' to one of these children, who is instructed 
not to listen. They can do this by turning their back, etc. At debrief, children are
386
asked how it felt to have someone ignore them, and how it felt to ignore somebody. 
As with the other exercises, roles should be rotated regularly and at short intervals.
'I was frightened when...' Pairs of children sit quietly and discuss what it is that 
frightens them. Pairs then pair into groups of four to continue the discussion, 
eventually reporting back to a plenary group. This exercise should be used judiciously 
and tempered with a session of'I was happy when...' following it. The exercise aids 
listening, remembering and role enactment, i.e. that of designated reporter to the 
plenary group.
'Three-things' Leech and Wooster (1986:24) Pairs of children are asked to tell 
their partner three things they did between the end of school the day before and arrival 
at school today. Check-back to see what was remembered and how accurately. This 
can be done as a whole-group exercise or the (usually older) children can monitor 
themselves. Two pairs may then get together and exchange information. These can 
then be asked to elect a representative to report back to the plenary group.
'Voting' Leech and Wooster (1986: 25) Again, a useful preparatory exercise 
for pair and larger group work. Children sit in a circle. They are then asked a series 
of relatively simple questions about an everyday topic, e.g. 'who has a pet?', 'who has 
a dog?', 'who has a cat?', etc. At each question children 'vote' by putting up their 
hands if their answer is 'yes'. The others are instructed to make a note of who 
answers 'yes' to what. (Clearly, relatively few questions should be asked at a single 
setting.) Afterwards, children can be paired or grouped and the discussion continued.
Problem-solving exercises.
These take somewhat longer than the other exercises. Only three were used in the 
Interventions.
Co-operative drawing. Children are paired off. In the first version of this exercise
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they are given one piece of paper and two pencils and asked to make a drawing. The 
topic may be chosen between them or inspired by a guided fantasy exercise. Allow 
ten minutes minimum.
The second variation, recommended after the first. Is to allow one piece of 
paper and one pencil between two. Allow a longer time and be prepared for some 
dissent.
Modified Co-operative Squares. (Fountain, 1990: 71) Five squares of card are cut 
up according to the diagram in the book. The squares should be made from 
contrasting colour card. Pieces are placed into envelopes. Each child is given an 
envelope and told that the aim of the game is to make up a square. They may talk, 
but can only obtain pieces by putting any they do not need in a pile in the middle of 
the table. (A box was used in this exercise). Debriefing follows immediately, 
discussing such topics as feelings of frustration, anger or possessiveness or pride and 
satisfaction at completing the task and helping one another.
Unmodified Co-operative Squares. As above, but the children are not allowed to talk 
to one another while completing the task. Younger groups may find this very difficult.
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